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Abstract  
 
This thesis considers social justice in education in ‘new times’. To facilitate the 
investigation a number of research questions were pursued. These questions were:  
• What is meant by the label ‘social justice’? 
• How is social justice to be understood in contemporary terms? 
• Are there tensions between traditional and contemporary views of social 
justice? 
• How effective are policy developments in delivering social justice via 
education? 
• What difference do such policies make at the local level? 
 
To answer these questions a critical case analysis of a country community and one of 
its primary schools was carried out. Data were gathered using a variety of methods. 
As a researcher who was also a teacher in the school I kept a personal professional 
journal during 1993 and 1994. During this period I was the teacher in the school with 
responsibility for curriculum development related to issues of social justice. In 1994 I 
conducted interviews with twenty students, parents and teachers at the school in 
relation to social justice issues. I also interviewed the CEO of the town’s Council. A 
number of relevant Federal and State Government and school policy documents were 
consulted and an archival search of the local newspaper from 1956 to 1994 was 
undertaken. Statistical information from the Australian Bureau of Statistics as well as 
from school records was used. A number of local history books were consulted as 
well as the minutes of relevant school committee meetings.   
 
Contemporary social theory, more specifically the work of Anthony Giddens,  
provided the major methodological tool. Giddens structuration theory was selected as 
it provided a way of interpreting society from both macro and micro perspectives, it 
provided a way of studying the interconnectedness of the individual and society. In 
addition to this, a metaphor was used as a way of developing an understanding of the 
data. The river was chosen as the metaphor as it has significance to the case study 
community and it also provides a way of understanding interconnectedness. At an 
interpretive level, both social theory and moral philosophy were drawn on, including 
the work of Geoffrey Sharp, Anthony Giddens and Alisdair MacIntyre.  
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A review of selected literature indicated three main areas of concern in relation to this 
thesis. We live in a time of constant and ongoing change, understanding how this  
change impacts on the lives of individuals and society is important. Such an 
understanding relates directly to issues of ontology. In addition it was necessary to 
consider schools in these ‘new times’. The literature revealed that the changes 
occurring in the wider society were related to the changes currently being seen in 
schools. Specifically this related to the increasing emphasis on economics and on 
individualism, emphases also reflected in the findings of this thesis. Finally the 
literature related to social justice was discussed, the focus here was on distributive 
theories of justice and the way these are reflected in programs such as the DSP. 
 
The data, as expressed in the metaphor of the flowing river, revealed dominant and 
marginal currents in social justice in education in ‘new times’. The dominant social 
group are the intellectually trained and the dominant issues were related to 
technology, globalisation and economic and bureaucratic rationalism. In the marginal 
currents we find the under-employed and the unemployed and marginal issues relating 
to housing, the black economy, poverty and the survival of rural communities. The 
data also revealed a marginal tributary  running into the river. This tributary shows 
that social cohesion is still a part of life in ‘new times’, albeit a marginalised part. 
 
The dominant and marginal currents in social justice in ‘new times’ reveal changes at 
a deep cultural level. Social justice in ‘new times’ is set within the limits provided by 
economic rationalism. Such a position is closely linked to the rise of liberal 
democracy as a political ideology. A rise which has been on a global scale. This 
valorizes the individual as compared with the group, and the family as compared to 
the social whole, within the context of expanded economic groupings and markets. 
Such an ideological position sees the role of the state as providing the ‘legitimising  
muscle’ to advance the cause of individuals and their families as compared to larger 
social groupings. These perceptions were applied in Australia, even under a Labor 
Government. In this sense social justice policies  in ‘new times’ are ideological, they 
act as a political lever to legitimate economic restructuring. They are policies 
designed to carry disparate groups forward and together on a common wave of 
economic reform. They are used to ‘sell’ economic reform as being ‘good’ for all of 
society. Against the backdrop of economic rationalism and liberal democratic ideals 
 xii
there emerges a language geared to the production of an economically viable self, self 
image, self identity, self esteem and self confidence. As a result, the sense of identity 
as ‘social’ is lost from view. 
 
This thesis argues that what is needed is a new way of looking at social justice in 
education. A way that reaches beyond the solutions forwarded by the political Left 
and the Right. It is about the development of an understanding of the way in which an 
assimilation of the hyper individual and the social group can result in the emergence 
of the socially responsible individual. This is a cultural shift that sees the 
individual/society dualism presented in a new way. The categories enter into a new 
relationship where the balance shifts away from the individual towards society. A 
shift to a culture where the individual’s rights and responsibilities are respected 
within a social whole. Such a cultural shift would result in a curriculum which would 
build social identity, promoted socially responsible independent thought and make 
space for creativity and the aesthetic. A ‘curriculum for social responsibility’ would 
be a socially just curriculum. 
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Summary of Thesis 
Candidate: Jane Pitt 
Title of Thesis: Social Justice in Education in ‘New Times” 
Submitted for the Degree: Doctor of Philosophy  
Supervisor: Doctor Lindsay Fitzclarence 
This thesis focusses on social justice in education in ‘new times’ and pursues the 
following five research questions: 
• What is meant by the label ‘social justice’? 
• How is social justice to be understood in contemporary terms? 
• Are there tensions between traditional and contemporary views of social 
justice? 
• How effective are policy developments in delivering social justice via 
education? 
• What difference do such policies make at the local level? 
The research was pursued through a critical case analysis of a country primary school 
and its surrounding community. Methodologically, the structuration theory of social 
theorist Anthony Giddens was drawn on to provide a way of accommodating issues of 
the macro/micro the individual/society. At an interpretive level both social theory and 
moral philosophy were drawn on. This includes the work of Geoffrey Sharp Anthony 
Giddens and Alisdair MacIntyre. The thesis asserts that social justice in education in 
‘new times’ is dominated by an ideology aligned to democratic liberalism. This sees 
the emergence of a hyper individualism and results in the language of economics 
dominating the social justice and educational debate. In such a culture  issues related 
to the development of social cohesion are marginalised. It suggests that the way 
towards a more socially just society is related to the assimilation of the hyper 
individual with the social group. A shift to a culture where the individual’s rights and 
responsibilities are respected within a social whole, resulting in the emergence of the 
socially responsible individual. Such a cultural shift suggests the emergence of a 
curriculum that educates for social responsibility, rather than the current curriculum 
that is aligned to economic imperatives. 
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PART 1. 
MAPPING THE AREA 
 
This first part of the thesis is concerned with providing a map of the area covered 
when addressing the topic of social justice in education. The first chapter is an 
introduction to the thesis and guides the reader through the research issue and its 
resulting questions, it then provides an overview of the chapters to follow. Chapter 2 
is concerned with the methodological perspective adopted. It enters into a discussion 
of the work of the social theorist Anthony Giddens who provides the main 
methodological tool to be used.  The final chapter in this first part of the thesis, 
Chapter 3, reviews a selection of the literature of the field focussing on three key 
areas; social change, schools in contemporary society and social justice in education. 
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Chapter 1 
Introduction  
 
“There is a myth, widely disseminated throughout Australia that the aim of education 
is to enable each individual to develop his talents to the utmost and that Australian 
schools provide the opportunity for everyone to progress up the educational ladder to 
the limit of his ability” (W. Connell quoted in MacIntyre, S. 1985, p.97.). This myth, 
to some extent rests on fact, it can be traced in Australian history to the 1870s when 
the colonial governments created the first school system. Elementary schools were to 
be compulsory, secular, and free. From that time the system was contested by various 
sectors of society including parents and the churches (MacIntyre, S. 1985). It is true 
to say, however, that from the time of the establishment of the Australian school 
system every child had to undergo a basic elementary education which included 
literacy and numeracy (MacIntyre, S. 1985). This is where egalitarianism ended 
because those who could afford to take up private, rather than public, education were 
far more successful  (MacIntyre, S. 1985). Social justice policies and practices in 
education in the late 1980s and early 1990s, a time of enormous change, are based on 
the premise of egalitarianism.  
 
“There was a time when I was young when hard work on a block made you a quid. 
Work hard on a block now and you'll lose a quid..." (Haran 1993, p.16). This quote 
from a local minister of religion sums up the plight of many fruit growers in the 
community that is the focus of  this critical case analysis. Local fruit growers will tell 
you that prior to the 1970s fruit was grown on small to medium size family holdings 
of 10 to 30 hectares. It was a ‘fruit salad’ block with a number of different varieties of 
fruit grown on it, some trees, some vines. The work on these properties, including 
irrigation, tilling the soil, pruning trees and vines, and picking fruit involved manual 
labour. The worker was usually the land owner who employed one or two labourers 
along with casuals for the harvest. Mechanisation was restricted to a basic tractor and 
a few larger implements such as a plough and perhaps a spray plant. Since the 1970s  
fruit production has undergone a rapid and dramatic change. In the 1990s hard manual 
labour is no longer enough to guarantee success as a fruit grower. Increasing 
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mechanisation of the industry has meant that holdings needed to increase in size to 
maintain their viability. The mechanisation process is expensive and isn't cost 
effective on small holdings. The established growers either bought up land or sold 
out. Those who came new to the industry included migrants with bank loans and 
people from the city investing their redundancy package in a small property. These 
new fruit growers hoped to run the fruit property as a family business. In late 1992 
there was a period of unseasonal rain resulting in floods, as well as depressed fruit 
prices (Haran 1993). Things became desperate for many small growers, resulting in 
mounting debts and bankruptcies. This on top of a period of rapid technological 
change had profound  implications for the people of the community, affecting people 
at both the physical and emotional level. They were left with feelings of hopelessness, 
depression and despair. A school situated in such a community must be able to 
respond to students caught in such circumstances and to prepare these students for a 
changed world. As was asserted above in the 1980s and 1990s there has been a 
proliferation of social justice policies in education which purport to further the notion 
of egalitarianism, but do they? How are they, along with the practices schools 
employ, constructing social justice in education in ‘new times’?   
 
This thesis suggests that social justice needs to be interpreted as a part of a cultural 
shift which has seen the hegemonic rise of the intellectually trained. Social justice has 
been employed as a symbol to legitimate material practices related to Australia’s 
future economic prosperity. This prosperity is tied up with notions of a ‘clever 
country’ where the use of the intellect plays a dominant role. Social justice is 
symbolic in the sense that it suggests inclusivity, all Australians will benefit from the 
emergence of a ‘clever country’. In such a situation a hyper individualism dominates 
while social cohesion is marginalised, a situation reflected in the way social justice is 
constructed in education in ‘new times’. What is necessary is to reconsider the 
relationship between the individual and society. We need to move beyond the 
positions offered by the political Left and the political Right to a position where the 
hyper individual and the social group are assimilated. Such an assimilation would 
result in a socially responsible individual. The curriculum that would educate a 
socially responsible individual would be one that focussed on the building of social 
identity, social responsibility and creativity. 
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What follows in this chapter is a brief discussion of the research issue and the 
questions this issue raises. Brief consideration is then given to the methodological and 
interpretive positions taken. Then an overview of the structure of the thesis is 
provided as a guide to the following nine chapters. Finally there is an outline of the 
reasons for the provision of a glossary, the appendices and the organisation of the 
reference material. 
 
1.1 The Research Issue 
 
 Social justice is now a part of the curriculum and administrative structure of most 
Australian schools. The focus of this research is social justice in education. Education 
and thus schools are one of the institutions of society and as such have been caught up 
in the changes this thesis will show to be occurring more generally in society. In 
Australia an education system has been established on the basis of education being 
compulsory, free and secular. At one level, these developments of 1872 can be seen as 
coercive and controlling. On the other hand they can be seen as enabling and 
reformist. Now, more than 120 years later, public education has undergone another 
restructure designed to effect new forms of reform, and aimed at developing a new 
form of nationhood. These policy developments have been issued under the general 
label of social justice and are linked to the wider moves to restructure the economy so 
as to increase its competitiveness in the international arena. When social justice in 
education is the focus of research in ‘new times’, times when a radical cultural shift is 
occurring (Hinkson 1997), the following research questions need to be pursued: 
• What is meant by the label ‘social justice’? 
• How is social justice to be understood in contemporary terms? 
• Are there tensions between traditional and contemporary views of social 
justice? 
• How effective are policy developments in delivering social justice via 
education? 
• What difference do such policies make at the local level? 
 
A critical case analysis of a country community and one of its primary schools was 
used to answer these questions.  
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1.2 Methodological and Interpretive Positions 
 
As the example of the fruit grower given at the beginning of this chapter showed we 
are at a point in time that requires new ways of thinking about social justice. At this 
point research that focusses on social justice calls for a particular approach at both the 
methodological and interpretive levels. An approach that takes into account the 
interconnectedness of the individual/society and theory/practice. Interconnectedness 
or wholism is very much a contemporary theme, advances in technology can be seen 
as having implications for one’s personal life and one’s work life. ATMs (Automatic 
Teller Machines) mean money can be drawn from the bank 24 hours a day but they 
may cost a large number of bank employees their jobs. A perspective such as this 
moves beyond the linear and dichotomous models of society. It is from contemporary 
social theory that the main methodological tool is selected. At an interpretive level, 
contemporary social theory along with moral philosophy provides the theoretical 
base. 
 
1.2. 1 Methodological Position 
 
Contemporary social theory provides the methodological position taken in this thesis. 
The thesis draws on the work of Anthony Giddens to provide a way of bridging the 
individual/society dualism. Structuration theory (Giddens 1984) provides a way to 
consider the unique relationship between the individual and society. While 
acknowledging the criticisms leveled at structuration theory I argue that it remains the 
best methodological position for this thesis. A further methodological tool, is the use 
of the river as a metaphor. This tool provides a way of representing 
interconnectedness and the new relationship between the binary opposites, 
individual/society.   
 
Various data gathering processes were used. My position as a teacher leading social 
justice initiatives in the school meant that my personal professional journal provided 
one, unique, source of data. Interviews were conducted with teachers, students and 
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parents at the school, and the CEO (Chief Executive Officer) of the town’s Council. 
Federal, state and local policies were another source of data. These policies related to 
social justice, education, and social justice in education. An archival search of the 
local newspaper from the years 1956 to 1994 was conducted and several local history 
books were consulted. Data were also obtained from the Australian Bureau of 
Statistics for the years 1961, 1971, 1981 and 1991. 
 
Finally it needs to be acknowledged that I am in a unique position in relation to this 
thesis. I am at the same time the researched and the researcher. My ‘closeness’ to the 
data present both possibilities and problems. I was conscious of this ‘closeness’ and I 
attempted throughout the research to use strategies that would allow me to make a 
critically reflexive interpretation of events. All of the methodological issues 
mentioned here are discussed in detail in Chapter 2. 
 
1. 2. 2 Interpretive Position 
 
As with the methodological position contemporary social theory plays a part in the 
interpretation of this thesis. Moral philosophy also provides a number of useful 
theoretical perspectives. The interpretation is one that centers around the belief that 
we live in a time of cultural change and the interpretation must take account of this 
cultural change. Change is happening on many different but related fronts. One front 
is material, the development of sophisticated technologies which provide information 
links to all parts of the globe. Change is also occurring on the social front which has 
implications for the individual’s emotions. A process of fostering new attitudes and 
beliefs as traditional patterns of life are replaced by much more complex 
arrangements is evident. In this sense contemporary ‘world citizens’ are subject to 
processes designed to foster and maintain loyalty and support for new social 
arrangements. For example, in Europe at this time citizens from many different 
nations are being inducted into new arrangements associated with a mega-national 
federation.   
Following the interconnectedness theme (transnational) culture is a key theme of the 
thesis. However, to consider issues of social justice it is necessary to understand the 
power relations that constitute culture. To this end hegemony and ideology are keys to 
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interpretation. To this end contemporary social theorists such as Giddens (especially; 
1984, 1991a, 1994), and Sharp (especially; 1983, 1985, 1992,1993) provide the basis 
for understanding the wider cultural context. Moral philosophy through the work of 
theorists such as A. MacIntyre (1985), Singer (1993) and Berger (1983) provide an 
interpretive base from which to consider moral and ethical issues. An Australian 
policy perspective is provided by policy analyst Eva Cox (1995). The interpretive 
issues highlighted here are discussed in detail in Chapter 7.  
 
1.3 Thesis Overview 
 
The thesis is divided into three parts, The first part maps out the area covered by the 
research. This first chapter introduces the research issue, considers the 
methodological and interpretive positions taken in the thesis and provides an 
overview of its structure. Chapter 2 describes the methodological approach taken in 
this thesis. It argues that the best methodological approach lies within the field of 
contemporary social theory. Dealing, as the thesis does, with both macro and micro 
dimensions it is the work of Giddens (1984) through structuration theory which 
provides the best alternative. The use of a metaphor as a methodological tool is also 
discussed. In accordance with the inherent logic of structuration theory, the chapter, 
also presents the ‘story’ of Jane Pitt and provides an insight into its importance to the 
thesis. Discussion of the use of critical case analysis is taken up and the chapter ends 
with a comment on the writing style within the thesis.  
 
The third chapter discusses a selection of the literature in the field. It is presented in 
three sections, the first section begins with a consideration of the concept of change. It 
then moves on to consider the ways individuals and collectivities (re)act to change 
addressing issues related to risk, anxiety and security. The work of Giddens (1991a) 
and  Salzberger-Wittenberg, Henry and Osborne (1983) plays a prominent part here. 
The second section considers schools in ‘new times’. It begins with a consideration of 
the literature regarding the way in which ‘markets’ have come to the fore in the 
educational field with specific reference to schools. It then moves on to a discussion 
of student identity in ‘new times’. This then leads into a canvassing of the literature 
with regard to contemporary society itself and the relationship between society and 
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the school as one of its institutions. This section concludes with a discussion of 
various ways of theorising the curriculum including the theories of Lundgren (1984, 
1991), Luke and Luke (1990) and Kemmis (1992). The final section of Chapter 3 
discusses issues related to social justice. Here specific reference is made to the way 
social justice has been conceptualised within educational policy and practice. This 
leads into a discussion of a number of theoretical perspectives in relation to social 
justice including the work of A. MacIntyre (1985), Rawls (1971 ) and Nozick (1974). 
It is with a discussion of these perspectives arising out of moral philosophy that the 
chapter concludes. 
 
Part 2 consists of three chapters relating to the data. This part of the thesis is where 
the metaphor of the river presents the data in terms of the dominant and marginal 
currents in social justice in education in ‘new times’. Chapter 4 discusses the 
dominant current. It considers the dominant social group, the intellectually trained, 
and the issues that emerge in a society where they are dominant. Issues addressed are; 
technology, globalisation, economic rationalism and bureaucratic rationalism. The 
marginal social currents are the focus of Chapter 5. The chapter begins with a 
discussion of the two marginal social groups evident in the data, the unemployed and 
the under-employed. Then the issues that emerge in relation to the marginalisation of 
these social groups are discussed. These issues relate to; housing, the black economy, 
poverty and the survival of rural communities. Chapter 6 considers a marginal 
tributary of the river. This tributary is related to the maintenance of social cohesion. It 
presents evidence of ways people in the school and community are trying to maintain 
social cohesion.  
 
The Part 3 is devoted to the interpretation of the data, it draws some conclusions 
about social justice in education in a time of cultural change. Chapter 7 provides an 
overview of the interpretive position. This position incorporates a discussion of the 
key concepts of hegemony, ideology and culture as well as the aspects of both moral 
philosophy and contemporary social theory to be used. Globalisation is the focus of 
Chapter 8. The chapter begins with a discussion of agribusiness including the 
influence of the global market and the restructuring of agriculture along with the 
traditions that are being remade as a result of this. The chapter then turns to a 
discussion of the new ‘flexible’ worker and the implications this has for social justice 
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in education. The chapter concludes with a discussion of the emerging new 
commodities and their impact on the identity of the student/person. Chapter 9 
discusses the concept of displacement, why it has become a feature of the culture and 
the implications it has for identity and for social justice in education. Chapter 9 also 
considers the emergence of new social divisions, how new social movements are 
challenging social class as the only organising tool for considering social division. 
The implications this has for social justice in education are considered. The final 
chapter of the thesis, Chapter 10, draws some conclusions about social justice and 
outlines the curriculum implications of these conclusions. It provides an alternative to 
the current dominant curriculum by suggesting that what is currently marginalised 
needs to be foregrounded and built upon. Such changes would result in the 
development of a socially responsible individual. 
   
The main body of the thesis is followed by a Glossary of a number of the key terms 
which are used in the thesis. This is necessary because a number of these terms are 
contested, the definitions in the Glossary relate to how they are used in this thesis. 
This is followed by the Appendices. Appendix A provides a list of the questions used 
as a guide in the interviews conducted and Appendix B contains a list of relevant key 
dates and policy initiatives. The thesis concludes with the list of References, those 
sources which are directly cited, and a Bibliography containing other sources used. 
 
1.4 Summary 
 
This thesis looks at the way social justice is constructed in education in ‘new times’. 
It does this through a critical case analysis of a country primary school and its 
community. The findings indicate that we are going through a time of profound 
cultural change and that this change is reflected in the way social justice is 
constructed in education.   
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Chapter 2. 
Methodological Position  
 
As we saw at the beginning of the previous chapter we are at a point in time where 
social changes are impacting in very real and dramatic ways on peoples lives, for 
example, the fruit grower’s. We are also seeing a proliferation of social justice 
policies and practices which purport to be furthering egalitarianism. How are we to 
study what this means for the way social justice is constructed in education? This 
chapter takes up the methodological issues surrounding such a study. The chapter 
begins with a discussion of the research issue which leads into a justification of the 
methodology to be used. It then takes up the ‘story of Jane Pitt’ and concludes with an 
outline of  the implications this has for the data gathering processes and for the thesis 
more generally. 
 
2.1 The Research Issue 
 
Social justice is now a part of the curriculum and administrative structure of most 
Australian schools. The focus of this research is social justice in education. Social 
justice then is a key term and as such it is necessary to provide a definition. 
Conceptually social justice is far from an uncontested term and, according to 
Aronowitz (1990b), the: “conception of what justice means needs to be overhauled in 
the light of the democratic and other new social movements” (p.108) which have 
emerged in contemporary society. While acknowledging the contested nature of the 
term social justice I will, for the purposes of this thesis, define it in terms of fairness, 
equity and equality for all in any given society. Such a definition draws support from 
theorists such as MacIntyre, A. (1985,1988), Rawls (1971) and Nozick (1974 ).   
 
While social justice is a central concept, so is education because this is a structural 
term we are forced to consider the place of education alongside other social 
structures. This makes an understanding of contemporary society essential. 
Contemporary society is one where change is both rapid and extensive. Anthony 
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Giddens (1984) sees the pace of change in society today as being: “white hot” 
(p.199). This results in people experiencing a feeling of a lack of control over many 
aspects of their lives. It is as if one is riding a juggernaut that is out of control 
(Giddens 1990). The scope and pace of these changes have been outlined in the 
Australian context by social researcher Hugh Mackay (1993). While I will turn to the 
work of Mackay (1993) later in the chapter, at this point, it needs only to be noted that 
the changes encompass all the institutions of society, including education, and all 
aspects of people’s lives.  
 
The pace and scope of the changes have led some theorists to propose that we are 
entering a radically new era which they label postmodernity (Lyotard 1984; Hinkson 
1991). For some writers this new era is specifically linked to an ‘information 
revolution’ (Lyotard 1984), a revolution that has resulted in the links between the 
global and the local undergoing a dramatic change. The interconnections between the 
local and the global have touched both society and the individual, calling into 
question the position and function of nation-states through to the formation of the 
‘self’ (Hinkson 1991). It has produced what Lyotard (1984) has labelled the 
‘postmodern condition’. 
 
Other theorists, while acknowledging the radical transformations occurring, do not 
subscribe to the emergence of a new era. Those adopting this perspective see the 
current period as a transition stage leading towards a new era (Giddens 1990). Terms 
such as late modernity, high modernity or radicalised modernity are used by this 
theoretical position to describe the current period (Giddens 1990).    
 
It is my intention in this thesis to use the term ‘new times’ to describe the current  
period. By using such a term I acknowledge the radical changes occurring but reserve 
judgement about whether we are entering a whole new era. Such a position allows me 
to maintain theoretical consistency when drawing, methodologically, on the work of 
the social theorist Anthony Giddens who, as we saw above, does not believe we have 
yet reached a new era. As I will draw extensively, but not exclusively, on the work of 
Giddens it is better to use a term such as ‘new times’ rather than, for example, ‘late 
modernity’ which is more directly aligned with Giddens (1990). In short, ‘new times’ 
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allows me more flexibility in relation to the methodological perspective adopted. As 
will be seen later in this chapter, such flexibility is essential in ‘new times’. 
 
Education and thus schools are one of the institutions of society and as such, have 
been caught up in the changes that are occurring more generally in society. In 
Australia, an education system has been established on the basis of education being 
compulsory, free and secular. At one level, these developments of 1872 can be seen as 
coercive and controlling. On the other hand, they can be seen as enabling and 
reformist. Now more than 120 years later public education has undergone another 
restructure designed to effect new forms of reform, and aimed at developing a new 
form of nationhood. These policy developments have been issued under the general 
label of social justice and are linked to wider moves to restructure the economy, so as 
to increase its competitiveness in the international arena (Fitzclarence & Kenway 
1993). When social justice in education is the focus of research in ‘new times’ the 
following research questions need to be pursued: 
• What is meant by the label ‘social justice’? 
• How is social justice to be understood in contemporary terms? 
• Are there tensions between traditional and contemporary views of social 
justice? 
• How effective are policy developments in delivering social justice via 
education? 
• What difference do such policies make at the local level? 
 
Such a research focus calls for a methodological position which adequately copes 
with the interconnectedness of the individual and society. How can this be critically 
studied/considered? As a means of dealing with the strategic issues related to such a 
focus, Kemmis with Fitzclarence (1986) provide a clue. They assert that a theory of 
the structure of schooling and the school curriculum involves a double dialectic - 
individual/society and theory/practice. The consideration of this double dialectic 
forms the basis of the interpretation and analysis of this research. Accordingly, it 
involves consideration of the individual/society relationship and the theory/practice 
relationship. At the same time it is necessary to consider a methodological position 
which is capable of holding together not only these interrelated dualisms but of 
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accommodating the issues generated by considerations of social justice in these ‘new 
times’. 
 
2.2 The Research Context 
 
The context of this critical case analysis is a primary school set in a country  
community on the banks of the River Murray. Presented below is a brief overview of 
what constitutes the community and the school used as the case. This is followed by 
an exploration of the wider context within which the school and community is set. 
Drawing on the work of social research Hugh Mackay (1993) some of the key issues 
associated with Australia in ‘new times’ are explored.  
 
2.2.1 The Community: Establishing the Boundaries 
 
The community, which is the subject of this study, celebrated its centenary in 1987. In 
those hundred years the size and identity of the community had been transformed. 
The data used in this thesis, in relation to the community, focusses in the main, on the 
years since 1956. The year 1956 is seen by the older members of this community as a 
landmark, it was the year of  'the big flood'. It is a concrete point at which the 
continuity of life in the community was disrupted to such an extent that change was 
recognised as inevitable and in some cases necessary. That is not to say there weren't 
changes in the life of the community before, and continuities since. Rather, 1956 acts 
as a community recognised marker within its history. It also needs to be noted that it 
is since the mid 1980s, that the changes have been most dramatic, that is, change is 
recognisable to most people in the community. 
 
Within the thesis the word 'community' refers to a large town, a smaller town situated 
across the river, and the surrounding agricultural community. This then corresponds 
to the area from which the school draws its students. The population of the 
community between 1961 and 1991 is listed in the Table 2.2.1 below. 
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Table 2.2.1 Total Population 
1961 1971 1981 1991 
7 170 7 562 8 158 9 085 
Australian Bureau of Statistics. 
Agriculture is the main industry. Fruit, vines, citrus, stone fruits and in more recent 
years almonds are grown under irrigation from the River Murray. There are also a 
number of factories related to the packing and processing of the fruit. 
 
2.2.2 The School 
 
The school is a Year 3 to 7 primary school with a student population over the last 
decade averaging between 300 and 400. Table 2.2.2a show the official enrolment 
figures on July 1 for the years 1988 - 1994. In recent years, increasing numbers of 
students in the school have been living in poverty. The indicator for poverty used in 
the South Australian public education system is the SCH (School Card Holder) 
scheme. The aim of the SCH scheme is to provide financial assistance towards the 
cost of education for low income families. Table 2.2.2a shows the increasing numbers 
of students who are SCH 
 
Table 2.2.2a Enrolments and  Numbers of S CH  
Date 1988 1989 1990 1991 1992 1993 1994 
Enrolments 392 400 409 387 347 359 348 
SCH 119 129 133 156 156 198 220 
% of SCH 30% 32% 33% 40% 45% 56%  63% 
School Records 
 
There have also been increasing numbers of students from NESB (Non English 
Speaking Background) in the school as Table 2.2.2b shows: 
 
Table 2.2.2 b NESB Students   
Category 1988 1989 1990 1991 1992 1993 
1. 0 2 2 0 1 1 
2. 4 6 5 3 4 3 
3. 3 0 3 4 2 2 
4 27 44 48 41 36 32 
5. 6 2 0 0 14 14 
Total 40 54 58 47 57 52 
Categories:  1. Born Overseas <1 Yr. 
  2. Born Overseas >1 Yr. <4 Yrs. 
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  3. Born Overseas > 4 Yrs. 
  4. Australian Born/ Parents Born Overseas 
  5. Australian Born / Parents Born in Australia. 
The school figures for 1994 shown in Table 2.2.2c indicate the diversity of countries 
from where these students come: 
 
Table 2.2.2.c NESB Students Country of Origin 1994
Category 1 2 3 4 5 
Turkey  3  9  
Greece    8 5 
Baltic Countries     4 
Italy    2 4 
Yugoslavia (former)    1  
German    2 2 
Holland    2 4 
Poland    1  
Lebanon    1  
India    2 9  
Vietnam  1    
Malaysia    1  
Philippines    1  
Mexico   1   
Categories: as for Table 2.2.2b  
 
Finally, there is a small but growing number of Aboriginal people in the community 
and the numbers of Aboriginal students in the school are indicated in Table 2.2.2d.  
 
Table 2.2.2d Aboriginal Students  
Date 1988 1989 1990 1991 1992 1993 1994 
Numbers 6 4 4 4 4 10 10 
School Records 
 
This brief profile of the school shows how social justice issues came to be more and 
more relevant in the school through the 1980s and into the 1990s. These issues related 
in the main to students living in poverty, NESB students and Aboriginal students. 
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2.3 The Wider Context 
 
The world today is going through a period of unprecedented rapid change, we have in 
the past ten years seen political changes, such as the fall of the Berlin Wall and the 
rise of the New Right in nation-state politics. We have seen the development of new 
trading blocks and an emerging global market. Innovations in 
communications/information have also had an impact on the way we live our lives 
and how we relate to each other. They are cultural changes and, as such, have 
implications for the way social justice is to be viewed and the methodological tools 
used to consider it.  
 
As we saw at the beginning of this chapter Giddens (1984) sees change in 
contemporary society as moving at such a pace as to be: "white hot" (p.199) and  he 
likens life in contemporary society to riding an out of control juggernaut (Giddens 
1990). Hugh Mackay in his 1993 book Reinventing Australia provides interpretive 
commentary on what life is like in Australia in the 1990s. It is crucial to consider the 
work of Mackay (1993) at this point as he is able to put ‘flesh on the bones’ of 
Giddens (1984) sociological  framework to which I will turn later.  
 
For Mackay (1993): “The story of Australia between the early 1970s and the early 
1990s is the story of a society which has been trying to cope with too much change, 
too quickly, and on too many fronts” (p.18). He sees this as having generated in 
people a constant feeling of anxiety, which he labels: “the big angst” (Mackay 1993 
p.1). The individual is having to cope daily with changes that, when compounded, 
may lead the person to question basic issues such as, ‘Who am I?’ and ‘Why am I 
here?’   
 
Mackay (1993) outlines seven issues, or key areas of change, associated with 
Australia in the last 20 years. Areas of change which have lead not only to the 
feelings of anxiety  in the individual but also to a 'redefinition' of Australian society. 
The first issue revolves around the redefinition of gender in the wake of the Women's 
Movement. Women have radically changed their status in society which has meant 
changes not only in the work force but also within the family. This has resulted in 
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anxiety not only for women but also for men striving to cope with the change. Both 
women and men need to find their place within the redefined parameters of gender 
roles. Policies in schools related to the education of girls reflect these changes.  
 
The redefinition of the family is the second issue for Mackay (1993). In many ways  
this is related to the changes in gender roles. The divorce rate has increased, due not 
only to the effects of the Women's Movement but also to changes in laws related to 
divorce. Marriage is no longer seen by many as a life long commitment. This in turn 
has redefined in many ways the meaning of family. There is immense emotional strain 
on all involved in family reorganisation; wife, husband and children. Children carry 
these emotional stresses with them into the classroom and as such this becomes an 
issue in contemporary schooling. 
 
The third issue for Mackay (1993) is that of unemployment. Not merely that induced 
by recession but that which is structural in nature. Full employment is a thing of the 
past and Mackay (1993) makes the point that contemporary Australians are now 
having to confront a redefinition of what is meant by work. The community and 
school which is the site of this critical case analysis provides an example of the 
effects of structural unemployment with the parents of many children either 
unemployed or under-employed.  
 
The last 20 years has also seen a proliferation of credit, money has almost disappeared 
being replaced by credit cards. This has seen dramatic changes in the retail sector, 
where credit has become the norm. Mackay (1993) points out that it is technological 
advances that have allowed the proliferation of credit cards and people free banking. 
People feel a great deal of anxiety about these changes but feel powerless to respond. 
 
The redistribution of household income, resulting from the redefinition of gender and 
the increasing number of women in the workforce, is a further area in which 
Australian society is being redefined. There is an ever increasing gap between what 
Mackay (1993) defines as the 'new rich' and the 'new poor', accordingly he sees the 
middle class shrinking. The result of this is to challenge the notion, held for so long, 
that Australia is an egalitarian society. Figures from the OECD (Organisation for 
Economic Cooperation and Development) reveal that Australia is the second most 
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unequal western society in that organisation. The effects of this change become 
obvious, within the community studied 50 percent of the households have an income 
below $25000. This affects the children within those households in both tangible, for 
example, lack of food, and intangible, for example, rebellion to school, ways. 
  
Multiculturalism is another term that has come into the Australian vocabulary in 
recent years (Mackay 1993). Australia has always seen immigration and during the 
last 20 years there has been a widening of the countries from which immigrants come. 
This is particularly evident in the increase in Asian immigration. Assimilation of 
migrants into the ‘Australian culture’ as quickly as possible has always been the catch 
cry. Multiculturalism is challenging this and Australia has now reached the point 
where its cultural identity needs redefining. This is producing a great deal of 'angst' 
among many Australians. This issue is relevant to the case analysis in that the school 
has students from a variety of ethnic backgrounds. 
  
Finally, according to Mackay (1993), there has been a shift in the character of 
Australian politics. Voters are becoming more cynical,  and the difference between 
the two major political parties is less obvious. Policies seem to have been replaced by 
personalities. 
 
These seven issues outlined by Mackay (1993) are some of the key issues associated 
with ‘new times’. While they are not the only issues influencing the redefinition of 
Australian society in ‘new times’ they are ones which impact on the belief systems 
and behaviour of individuals and the very institutions of society (Giddens 1986). 
They are issues which have implications  politically, culturally and practically. They 
suggest a new form of social setting where the local and the global are linked in new 
ways. A war, in any part of the globe, can now be viewed ‘live’ in our lounge room. 
This situation suggests a warrant for a particular form of social theory, one which 
holds together the local/global, macro/micro in a dynamic form of association.  
 
These issues  have implications for the way social justice is being defined within 
educational policy. Mackay (1993) makes the point that one of the responses by 
governments to this ‘age of redefinition’ is an attempt to regulate the conscience of 
individuals. Social justice policy initiatives in education could be seen as an example 
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of this. Does this indicate that social justice policy initiatives are merely an attempt at 
social engineering? 
   
Many of the anxieties, including those related to the changing levels of income, 
unemployment, gender roles and multiculturalism are played out not only in society in 
general but in schools, including the case study school. Parents, students and teachers 
are all vulnerable to the feelings of 'angst' our rapidly changing society is producing. 
Declining incomes, increased structural unemployment and family breakdown, to 
name just a few, are evident. What this means for the school is that teachers are 
having to come to terms with the emotional effects these issues have, not only on 
themselves but on children and parents. This is in itself an anxiety producing situation 
for teachers who see themselves by and large as members of an ever shrinking middle 
class (Mackay 1993).   
 
The 1990s, for Mackay (1993), was to  be the ‘age of redefinition’ one in which 
people would re-evaluate their lives. An age of optimism after the ‘big angst’ of the 
1980s. On further consideration of his data, however, Mackay believes this has not 
been the case: 
 
I foolishly thought this would become part of a social movement in which we 
would become a more caring, more compassionate kind of  society and that 
we might retreat from some of our strident materialism - but I don't actually 
think that's happened. As we hit the nineties we're as tough as ever and 
possibly tougher. Those who are surviving well seem to be less caring. 
(Mackay quoted in Legge 1994, p.18) 
 
Mackay (1993) has contextualised some of the major issues which are changing the 
face of Australian society. The way these changes are understood will have a direct 
bearing on what is meant by social justice. Mackay (1993) has provided some clues as 
to what the social context of Australia now looks like. It is a context that sees the 
intertwining of the local and the global as previous hard boundaries become more 
permeable and contexts flow one into the other; where the local and the global 
become closely intertwined; where the revising of the dimensions of time and space 
are key issues in coming to an understanding of, not only this 'reinvented' Australia, 
but of social justice in education.   
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Mackay’s (1993) thesis also suggests the importance not only of changes in the 
institutions of society in ‘new times’ but also of ontological questions raised by such 
changes. Ontology refers to the theory of existence, or the discussion of what really 
exists (Bullock, Stallybrass & Trombley 1988). In short existential issues are 
foregrounded. Such a situation suggests a tension between the macro/micro, 
individual/society binary. The macro/micro, individual/society can be seen in a 
relationship where one is constitutive of the other. Like the local/global relationship 
discussed above one flows into the other. This new relationship between binaries is 
suggestive of the theory of structuration (Giddens 1984) a theory I will return to later 
in this chapter. A representational challenge is also presented by this new relationship. 
The use of the river as a metaphor is the way this challenge will be met in this thesis. 
The river becomes: “a metaphor, for engaging experience which exists beyond 
immediate and surface impressions and through which we are forced to acknowledge 
that our words are often a limited way of giving meaning to something which resists 
simple classification” (Fitzclarence 1992, pp.4-5). The metaphor of the river provides 
a literary device for addressing the problem of the macro/micro dualism and the new 
relationships between binaries.   
 
Mackay (1993) has indicated for us some of the social changes associated with ‘new 
times’ in Australia. Changes relating to issues of gender, race, ethnicity and socio-
economic status and to the new relationship developing between the local and the 
global. Mackay’s (1993) thesis, that Australian society is in an ‘age of redefinition’, 
provides an understanding of ‘new times’ and a starting point for developing an 
understanding of social justice in education. It has been suggested that, in the 1990s, 
social justice has been colonised by many, including  those from the Right. It has been 
closely tied to economics so as to be not only related to the amelioration of 
disadvantage but also to legitimate state economic policies (Fitzclarence & Kenway 
1993). What is needed is an analysis of the rhetoric of social justice in the context of 
the social and educational debates of the 1990s. To do this the thesis considers social 
justice in a country primary school, it considers the policy documents related to issues 
of social justice together with the views expressed by the participants of the case, the 
staff, the parents and the students. To contextualise the interpretations of policy, along 
with the views of the participants the practices which occur within the school in the 
name of social justice are examined. Social justice then needs to be studied through 
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the parameters of a number of specific policy statements. At the same time it is 
necessary to track the way global influences have flowed into policy at the nation-
state level. Further to this, consideration needs to be given to the way changes that 
have flowed from the global have influenced the formation of individual identity. 
Methodologically it will be necessary to accommodate the tensions of the 
local/global, individual/society, theory/practice dualisms. What is needed are 
methodological 'tools', chosen with care. These methodological 'tools' must  be 
underpinned by a proto-theory which enables the consideration of issues of time and 
space. A theory that also allows the tensions around the  macro/micro dualism 
(local/global, individual/society, theory/practice), the problem of binary relationships 
so evident in Western philosophy in general, to be accommodated. It must also be a 
perspective that allows the existential issues of life, issues dealing with the anxiety 
generated by the speed of change, to be considered. To deal with these issues a careful 
selection of methodological tools will be necessary. 
 
2.4 Methodological Justification 
 
This thesis concerns the way social justice is interpreted and enacted via education. 
To do this a critical case analysis from a country primary school is used. Where then 
can it turn methodologically to achieve this? It is my argument that contemporary 
social theory will provide the necessary tools. 
 
2.4.1 Why a Meta-theory? Why a Social Theory? 
 
As we saw previously issues of the changing global/local relationship are a key 
feature of the social context in ‘new times’. They are closely linked to the way time 
and space are being redefined in the world today. Mackay (1993), in the previous 
section, has shown how these issues have impacted on Australian society. The nation-
state can no longer be considered in isolation from the rest of the world and neither 
can issues of social justice. Discussions concerning social justice can range from the 
refugees in Rawanda, to ethnic cleansing in Bosnia, to pollution in Eastern Europe, to 
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the unemployed of a small country town. In the contemporary world, none of these 
examples can be considered in isolation, ‘new times' are ‘global times’. 
 
Issues of the global and the local should be reflected in the education students receive 
(Selby 1992). These issues, the global and the local, are seen by Selby (1992) as an 
integral part of what he calls ‘Global Education’. Selby (1992) proposes a four 
dimensional model as a basis of providing students with a such a ‘Global Education’. 
Firstly, there is a need for the study of the spatial dimension so as to come to an 
understanding of the: "dynamic, multi-layered world system within which the 'local is 
in the global, the global in the local’" (Selby 1992, p.1), the 'glocality'. What we see 
here is an indication of the boundaries of current social contexts becoming more 
permeable with issues flowing across from one context to another. The second 
dimension of this 'global education'  falls under the headings of the environment, 
development, human rights and peace. These broad areas are subsumed under, or cut 
across by, issues such as race, gender equity, health and economics. The third 
dimension Selby (1992) calls ‘temporal globality’. In this dimension past, present and 
future have a dynamic relationship. Once again the boundaries are permeable and one 
can flow into another, for example, interpretations of the past can grow out of 
concerns of the present thus influencing the future. Finally Selby (1992) points to the 
inner dimension, the development of self-awareness. This dimension is not isolated 
from the previous three 'outer' dimensions, rather, the outer and inner dimensions are 
seen by Selby (1992) as two complementary and mutually illuminating journeys. We 
see here in Selby's work the emergence of many of the same issues that were evident 
in the work of Mackay (1993) previously discussed. The work of both Selby (1992) 
and Mackay (1993) suggest the importance of ontological in the consideration of 
‘new times’.   
  
The insights gained from the work of both Mackay (1993) and Selby (1992)  support 
the suggestion that a new type of theory is needed. A proto-theory, one which allows 
the consideration of the tensions surrounding the macro/micro dualism. A theory 
which acknowledges the dynamic relationship which is emerging between the local 
and the global and shows how one flows into the other. As was suggested in the 
previous section, the use of a meta-theory as an interpretive tool can be best 
understood through the river metaphor. The river metaphor provides a way of 
 
 23
representing the relationship between the local and the global and the associated 
problem of continuity and change: “He saw that the water continually flowed and 
flowed and yet it was always there; it was always the same and yet every moment it 
was new” (Hesse 1951, p.83). For Slattery and Daigle  (1991) the Mississippi River: 
“serves as a metaphor for teachers and students whose movement through the places 
of education is often confined, restricted, and polluted by those who seek to conquer 
the mind and spirit.” (p.1). Here it is the River Murray that serves as metaphor, the 
river flows as the local flows into the global and the global into the local, one 
constitutes the other while being reconstituted in the process.  
 
It is my intention following Sharp (1993), to argue that there is no single theory that 
can adequately address macro/micro tensions in contemporary society, pervaded as it 
is by: "technologically extended forms of the social" (Sharp 1993, p.222). As we have 
seen, the current cultural context within which issues of social justice are to be 
considered, is one that is ever changing. The problem of the macro/micro, 
individual/society dualism remains but is constantly being reworked by 
techno/scientific advances. One could look to moral philosophy for a meta-theory. A. 
MacIntyre (1985) outlines the changes that have occurred in the way justice has been 
viewed over the centuries, from Pre-Homeric Greece to the present day. While 
showing its changing face he also shows us that there are enduring features in its 
history. From this 'history'  (MacIntyre, A. 1985) it would seem that moral philosophy 
has through the centuries seen justice as a virtue as a recurring theme. The conclusion 
about the concept of justice in the twentieth century is that it is related to bureaucratic 
rationality and that it is: "prima-facie egalitarian" (MacIntyre 1988, p.334.).  A. 
MacIntyre (1985) asserts that social justice, in the twentieth century can be seen in 
terms of  bureaucratic individualism. This means for example that laws may be passed 
by governments to protect the individual rights of citizens. An example of this are 
laws related to child protection. This indicates that the analysis of social justice in 
education will need to occur within an understanding of the current cultural context.  
 
Methodologically and for the purposes of the interpretation and analysis of this thesis 
I believe it is contemporary social theory, rather than moral philosophy, that will 
provide the necessary tools. Contemporary social theory will allow for the 
contextualisation of social justice within the current, rapidly changing, cultural 
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context. This involves the use of a social theory which is able to incorporate the 
concepts of social justice with issues of education in ‘new times’. As has already been 
explained such a theory must successfully bridge the macro/micro, individual/society 
dualism so inherent in western culture. What social theory, then, will provide the 
framework for such an interpretive analysis?  
 
A starting point is provided by Sharp (1993) who outlines a framework within which 
to consider different theories of society. Within his framework there are three 
categories of theories about society. 
• Classical Theory:  including theorists such as Marx, Weber and Durkneim 
• Post-Classical Theory: including theorists such as Giddens, Bourdieu and 
Habermas 
• A Theoretical Response to Phenomena  Associated  with Extension  
- Post structuralism:  including theorists such as Kristeva, Foucault and 
Derrida   
- Rejection of a  Single Level Theory: suggesting the development of a new   
theoretical perspective (Sharp 1993). 
  
Classical social theories are ones that focus on society and social integration rather 
than the formation of the individual. Focussing as they do on the structures of 
modernity they are unable to adequately theorise the effects of technology (Sharp 
1993).The post-classical social theories also focus on society but consider the notion 
of agency and thus the role of the individual within society. By addressing both 
structures and the actions of individuals they have the potential to bridge the 
individual/society dualism (Sharp 1993). They give some recognition to the effects of 
technology; Giddens is particularly notable for having adopted an interest in issues of 
extension through his concept of time-space distanciation (Sharp 1993). The 
recognition is descriptive rather than analytical and as such is not adequate for an 
analysis of contemporary society (Sharp 1993). The third category in Sharp's (1993) 
framework is the theoretical response to phenomena associated with extension. As the 
title suggests this category of theories about society are able to respond to a world in 
which the: "technologically extended forms of the social" (Sharp 1993, p.222) are 
predominant. This category has two main threads. One relates to post-structuralist 
theories which are built on a linguistic model. Such theories deconstruct, take apart 
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and analyse, the discourses and texts of society in an attempt to understand society. 
These theories are linked to the notion of post modernity, and work on the assumption 
that the world is entering a new era (Sharp 1993). The second thread of this category 
relates to the rejection of a single level theory. Sharp (1993) asserts here that no single 
theory is adequate when dealing with a critique of today's society, influenced as it is 
by technology. One example of technologies influence can be evidenced in the many 
'events'  witnessed by large numbers of the world’s population, for example, over one 
billion people 'watched' the opening of the last Olympic Games via television. Within 
education, uses of technology are continually expanding. Students are encouraged to 
learn about technology and to learn through technology. Within the area of literacy, 
texts generated by the electronic media have become part of the curriculum through 
their inclusion in the Statement on English for Australian Schools. Computer games, 
music videos, soap operas and situational comedies are a few of the texts that are now 
the subject of study in classrooms. They are seen as an important part of the students 
out of school lives and are used as texts through which to develop a critical literacy 
awareness (Fairclough 1992) in students. The proliferation of computers within 
schools and the increasing number of  schools going 'on line' and using the Internet is 
further demonstration of the way technology is reshaping the time-space relationship 
in ‘new times’. The need for face to face interactions is in many cases disappearing to 
be replaced by technologically mediated interactions. 
 
Best and Kellner (1991) support Sharp’s (1993) rejection of a single level theory 
when they state: 
 
… we do not believe that any given theorist, method, tradition, or style 
provide the model for a critical theory of the present age. Instead, we would 
support the production of a variety of theories of society which would draw 
upon the best of postmodern theory, while also drawing on the best of 
modern theory (p.272)   
 
 
The assertion is that a single level social theory can no longer adequately deal with an 
interpretation of contemporary society’s complexities nor a critique of this emerging 
society’s contradictions. This observation provides a starting point for the search for a 
meta-theoretical perspective for this thesis. Where then can a suitable meta-theoretical 
perspective be found? Classical social theories deal with the macro structures of 
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society and they do not adequately deal with the micro dimension, with the notion of 
agency, how the human subject interacts with, and on, society. On the other hand the 
post-structuralists focus on the micro through their notion of the de-centring of the 
subject (Sharp 1993) at the expense of a macro analysis. Postmodern theories are 
derived from post-structural theories and: “most postmodern theory rejects macro 
politics... postmodern theory lacks an adequate theory of agency, of an active creative 
self, mediated by social institutions, discourses and other people” (Best &  Kellner 
1991, p.183). Further to this: “postmodern theory fails to provide the instruments 
needed to analyze its own moment in history and the events of the 1980s in which it 
rose to international prominence” (p.295). It needs to be acknowledged that post-
structuralist approaches have contributed to the development of theories of difference 
and specificity. These developments: 
 
…have helped produce new understandings, about social complexity, they 
have also acted in some versions at least to deflect attention from certain 
other enduring inequities. In particular, the new theoretical developments 
have not been all that useful in critically appraising, the structural reforms 
associated with the high-tech pathway which has been followed by policy 
makers and politicians with  regard to the dominant economic reform 
process. (Fitzclarence, Green & Bigum 1995, p.34). 
 
This would suggest that such theories cannot be totally ignored in relation to the 
methodological approach. Sharp (1993) indicates that a combination of post-classical 
and post-structural theory is one possibility.  
 
As has already been vigorously stated, the theory selected must also address the issue 
of binary relationships, the macro/micro dualism. A number of post-classical theorists 
including Habermas, Bourdieu, Lichtman and Giddens (Livesay 1989) have provided 
valuable contributions to the bridging of this dualism. Dews (1987) points out that to 
some extent both theoretical schools; the post-classical and the post-structural/post-
modern actually share a number of philosophical antecedents. “(T)he recent upsurge 
of interest in post-structuralism among contemporary Critical Theorists suggests, 
there are striking convergences between the Frankfurt interpretation of Marxism and 
post-structuralist thought” (Dews 1987, p.xvi).   
 
Thus the predominant meta-theory selected from those on offer within contemporary 
social theory must accommodate the macro/micro dualism. It must be a theory that 
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will allow for an interpretation of agency as conceptually related to the development 
of institutions, that is, where the macro/micro dimensions of society are seen to be 
interdependent.  
 
As previously stated, it in my intention to follow Sharp (1993) and Best and Kellner 
(1991), in arguing that there is no single social theory that can adequately address 
contemporary society, as well as accommodate the macro/micro dualism. What is 
intended here is to draw on the work of one social theorist as a way of addressing the 
macro/micro dualism while at the same time acknowledging that some competing 
theories will prove useful. This brings me to post-classical social theory, and 
especially to the work of Anthony Giddens. Giddens is Professor of  Sociology at 
Cambridge University in England and for the past 20 years has been a prolific writer 
in the sociological field. Giddens theory of structuration is able to achieve a great deal 
in accommodating the methodological stance I use in this research. He is a theorist 
who is most lucid about the problems of binary opposites: “His concern is to theorise 
the constitution of society in relation to the person, and the relationship of the 
objective and the subject” (James 1987, p.92). 
 
It is, however, necessary to acknowledge that Giddens’; is not without his critics. He 
is seen by some (Sharp 1993) as still being tied to the classical theorists. While Paul 
James (1987) believes his theory, in which people are seen as active agents, could 
reinforce the ideology of liberal individualism. This criticism from James (1987) is 
reinforced by Sharp (1993) who believes that while Giddens has addressed issues of 
extension through his notion of time-space distanciation he refuses to acknowledge an 
epochal break with modernity which Sharp (1993) sees as a problem. In maintaining 
this stand Sharp (1993) believes Giddens leaves the issues related to the extended 
forms of the social at the level of the descriptive rather than the theoretical. Further to 
this James (1987) maintains that, to this point, Giddens work has remained 
interpretive, providing synthesis and critique rather than possibilities for practice 
 
While acknowledging these criticisms, and others taken up later in this and the 
following chapter,  it is still my belief that the work of Giddens, more specifically his 
theory of structuration, will provide a starting point for the study of social justice in 
education in ‘new times’. Its particular strength is the way it is able to link the 
 
 28
macro/micro dimensions. This position is supported by Shilling (1992) who also sees 
Giddens as: "offering a resolution to the dualism which has hampered theoretical 
progress in the sociology of education." (Shilling 1992, p.77).  
 
2.4.2 Giddens and Empirical Research 
 
In Chapter 6 of The Constitution of Society, Giddens (1984) summarises ten points 
which he sees, when taken together, as representative of structuration theory as it 
relates to empirical research.  
• Humans are knowledgeable agents. 
• The knowledgeable human agent is bounded on one side by the unconscious and 
on the other by unacknowledged conditions of, and unintended consequences of 
action.  
• The study of day-to-day life is integral to the analysis of the reproduction of 
institutions. 
• Routine practice of daily life maintains a person’s sense of ontological security.  
• It is important to study context in a reflexive way. 
• Social identities and the position-practices associated with them should be 
studied.  
• No one meaning can be given to 'constraint' in social analysis. 
• Of the structural properties of social systems structural principles specify overall 
types of society.  
• The study of power is integral to empirical research. 
• The study of day to day life is integral to any social analysis. This Giddens (1984) 
calls the ‘double hermeneutic’ and defines it as: “The intersection of two frames 
of meaning as a logically necessary part of social science, the meaningful social 
world as constituted by lay actors and the metalanguages invented by social 
scientists; there is a constant 'slippage' from one to the other involved in the 
practice of the social sciences “(Giddens 1984, p.374). 
These ten crucial points from theory of structuration provide the basic methodological 
position taken in this thesis. Giddens (1984) goes on the provide three guidelines for 
researchers who wish to draw on his work. The first of these guidelines relates to the 
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double hermeneutic. Giddens (1984) believes all social research, and educational 
research is a part of social research, should have a: "cultural, ethnographic or 
'anthropological' aspect to it" (p.284). In such research literary style, communication 
and thick description (Giddens 1984) become important. Secondly, Giddens (1984) 
implores the researcher to be aware of the complex skills involved in actors co-
ordinating their day-to-day behaviour in a multitude of contexts.  In short researchers 
are being asked to attend to both the individual and society and what Giddens (1984) 
calls the duality of structure, structure as medium and outcome. To turn to the river 
metaphor, as the river flows as the individual flows into society and society into the 
individual, one constitutes the other while being reconstituted in the process. The final 
guideline given in relation to empirical research concerns the need for researchers to 
consider the time-space constitution of social life (Giddens 1984).   
 
These three guidelines for research, taken along with the ten crucial points outlined 
earlier, should, according to Giddens (1984), provide the basis for an empirical study 
using structuration theory as its methodological reference point. A number of 
criticisms have been raised in relation to the use of structuration theory to inform 
empirical research. Kilminster (1991) is an example of one such critic. While 
Kilmister (1991) supports structuration theory as a meta-theory he is critical of the 
guidelines that Giddens set out for empirical research, believing that those using 
structuration theory will have to find ways of presenting their information that will 
show the linkages between the individual and society.  
 
Gregson (1989) is also critical of the use of structuration theory for empirical 
research. He presents two conclusions here:  
 
…it would be unreasonable to expect structuration theory to generate either 
empirical research questions or appropriate categories for empirical analysis 
and, second, that to transfer structurationist concepts directly into empirical 
analysis is misconceived. This, quite simply, is because within structuration 
theory it is ontological issues which are at a premium. Given this, the 
questions and categories which structuration theory generates are more to do 
with the appropriateness and validity of its ontological claims than with 
empirical research issues. (p.246)  
  
Gregson (1989) also believes that structuration theory falls short in connecting the 
abstract with the concrete and as such its uses as a critical social theory for empirical 
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research are limited. In replying to his critics in relation to the uses of structuration 
theory in empirical research Giddens (1989b) asserts that: 
  
…while structuration theory touches at many points upon the conduct of 
social research, it is not a research programme. As I have often remarked 
before, its concepts should be regarded as sensitizing devices, to be used in a 
selective way in thinking about research questions or interpreting 
findings...used in a sparing and critical fashion. (p.213)  
 
Further to this, Giddens (1989b) points out that empirical work must draw on abstract 
concepts and theoretical notions. It is with this advice in mind that I turn to Giddens 
work as a meta-theory and a methodological tool for my research into social justice in 
education in ‘new times’. What follows is a discussion of the aspects of Giddens 
structuration theory to be used at a methodological level. 
 
2.4.3 Bridging the Macro/Micro Dualism: The Theory of 
Structuration 
 
As has been continually stated the research issue, dealing as it does with the 
individual within the institution of the school, calls for a interpretive theory that 
shows the connectedness of the individual and society. Giddens (1982) asserts that: 
“the personal, transient encounters of daily life cannot be conceptually separated from 
the long term development of institutions” (pp.10-11). What this means is that it is 
necessary to consider the importance of actions of individuals and collectivities in 
relation to structures, social systems and resulting institutions. Through his theory of 
structuration Giddens (1984) defines systems as patterns of relationships across time 
and space. This then acknowledges the importance of action.  
 
Relating this to education Elliott (1993) states that: “Within classrooms pedagogical 
practices display common patterns of interaction between teachers and pupils spread 
over time and place. They constitute the instructional system of the school” (p.182). 
According to structuration theory, such systems do not structure the activities of the 
teachers and pupils because they do not exist outside of them. There is in fact an 
interconnectedness between structures and acting individuals and collectivities. In the 
example given above teachers and students influence pedagogical practices while 
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being influenced by them. Giddens (1984) presents societal and social integration 
within the ‘duality of structure’. This he defines as follows: “One of the main 
propositions of structuration theory is that the rules and resources drawn upon in the 
production and reproduction of social action are at the same time the means of system 
reproduction (the duality of structure)” (Giddens 1984, p.19). Thus, in structuration 
theory, it is rules and resources which constitute structure. Rules are techniques or 
generalised procedures applied in the production/reproduction of social practices. 
Formulated rules those which are verbalised, for example, laws or bureaucratic rules 
are codified interpretations of rules rather than rules as such. Giddens defines the 
characteristics of rules relevant to social analysis in the following way: 
 
 intensive tacit           informal           weakly sanctioned 
        :                   :                         : 
 shallow  discursive       formalised       strongly sanctioned 
 (Giddens 1984, p.22) 
 
To take this into the school setting one could see behaviour management practices as 
exemplifying a rule in the sense used by Giddens. Such practices are the general 
procedures teachers follow when students 'cause trouble' in the classroom, some of 
them may have been formalised at the school level and as such they may be strongly 
sanctioned. Or they may be more informal, or tacit, within the bounds of the 
classroom, implicit in the actions of the teacher and as such may be weakly 
sanctioned. Intensive rules are those that are constantly used in the classroom, for 
example, those related to the use of language, or the rules followed for effectively 
working in a group during classroom activities. Rules play an important part in the 
sustaining of what Giddens (1984) calls our ontological security and are expressed in 
the main through our practical consciousness (Giddens 1984). The notion of practical 
consciousness is dealt with in more detail  below. 
 
Structure, in Giddens terms, is constituted not only by rules but also by resources. 
Resources are defined by Giddens (1984) as being allocative or authoritative. 
Allocative resources are material resources those that have been derived from human 
domination of nature. To consider allocative resources in a school context then would 
require us to refer to the physical aspects of the school. This would include such 
things as text and reference books, computer hard and software, buildings and desks 
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and chairs. It would even include such things as playground layout, maintenance and 
equipment. It is these allocative resources that are closely involved with time-space 
distanciation (Giddens 1984). 
 
Authoritative resources are the non-material resources, they result from the 
dominance of some people over others. Within the school students are organised into 
class groups each having at least one teacher. Within the classroom authoritative 
resources relate to the relationship established between teachers and students. The 
ways in which schools manage large numbers of students is a fundamental sort of 
authoritative resource. It is a very significant contributor to the generation of power.  
 
Giddens (1984) points out that 'structure', that is, rules and resources, both allocative 
and authoritative, is not fixed. Structure is both medium and outcome of the practices 
it recursively organises. Within this theory neither: “subject (human agent) nor object 
('society', or social institutions) should be regarded as having primacy. Each is 
constituted in and through recurrent practices” (Giddens 1982, p.8.).  
 
Thompson (1989) sees Giddens notion of structure as rules and resources as being of 
questionable use. He gives two reasons to support this belief. First, he sees Giddens 
notion of a rule as being: "terribly vague" (Thompson 1989, p.75). Secondly, he states 
that: 
 
…the study of rules (and resources) does not address directly some of the key 
concerns in the analysis of social structure, such as the analysis of structural 
differentiation and the study of structural identity. We do not need a general 
conception of structure of which social structure, or the 'structures most 
relevant to the analysis of social life', would be a specific instance; we need a 
careful explication of what is involved in social structure and in the various 
forms of structural analysis in social inquiry. (Thompson 1989, p.75) 
   
In reply to the first criticism, related to the definition of rules, Giddens (1989b) likens 
rules to formula because: "they specify 'generalizable procedures' or if one prefers, 
conventions, which agents follow" (p.255). He gives some examples of rules 
including those used in voting and Goffman’s notion of civil inattention (Giddens 
1989b). 
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In response to the second criticism, the relationship between rules and resources and 
the analysis of social structure, Giddens (1989b) points out that he tries to avoid the 
use of the term social structure as it suggests that structure is, outside or external to 
human action. This, he believes, works against his notion of structure existing in and 
through the actions of agents thus it would re-introduce the action/structures dualism, 
just what Giddens is trying to avoid. Further to this Giddens (1989b) states that in 
looking at the causes of certain situations we can not isolate specific rules. He uses an 
example given by Thompson (1989) related to the restrictive entry to schools and 
universities of some people, to show that such restrictions of life chances are not to be 
explained by looking for specific rules. Rather: "we would be looking at certain forms 
of system reproduction, in which complexes of rules and resources are implicated" 
(Giddens 1989b, p.257, original emphasis). 
 
At the core of structuration theory is the notion that action presupposes institutions 
and institutions presuppose actions. Giddens does not see actors as ‘cultural dopes’ 
simply acted on by structures, rather he sees actors as knowledgeable agents with the 
capacity to have acted otherwise (Giddens 1984). In this sense structure is internal to 
individual agents rather than external to them. Structure is not synonymous with 
constraint. While structure can impose limits on individuals it can also enable them to 
accomplish things. In a school for example, practices related to dividing students into 
classes related to year levels may be constraining in that some teachers and students 
may prefer working with students of different ages. On the other hand, it may be 
enabling in that curriculum materials relating to just one year level can be used.    
 
A number of criticisms have been levelled at Giddens in terms of his duality of 
structure and his notion that rules and resources are central to this duality of structure. 
Kilminster (1991), for example, sees structuration theory as an action theory and as 
such it doesn't pay sufficient attention to relationships between individuals or between 
collectivities over time. In addition Thompson (1989) criticises Giddens for not 
addressing issues of constraint. According to Thompson (1989) the range of options 
open to individuals and collectivities to have acted otherwise, an important concept of 
structuration theory, is not always equitable. That is, some individuals and groups 
have more options open to them than others. This point I believe, is addressed by 
Giddens (1984) through the concept of the dialectic of control. The dialectic of 
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control is the means whereby less powerful groups in society are able to exercise 
control over more powerful groups (Giddens 1984). Paul Willis (Giddens 1984) in a 
study of a group of working class boys in a school in a poor area of Birmingham in 
England, provides a concrete example of the dialectic of control in operation. He 
found that ‘the lads’, as he called the more rebellious boys, were knowledgable agents 
who actively contested the authority of the teachers and the school. Willis (Giddens 
1984) makes the point that both the teachers and ‘the lads’ were specialists in both the 
theory and practice of authority but each group had objectives that were opposed. 
‘The lads’ were able to subvert discipline in the classroom by various means thus 
asserting their autonomy. The notion of the dialectic of control is an important aspect 
in the debate about social power in inter-relationships (Kilminster 1991). It doesn't in 
Kilminster’s (1991) view, adequately explain the interdependence of individuals and 
collectivities. Further to this Kilminster (1991) claims that structuration theory, as an 
action theory:   
 
…effectively closes the door to an understanding of the crucial role played in 
society by socially controlled and regulated instincts and drives. By its very 
conceptual structure and assumptions, structuration theory cannot address the 
emotional 'constitution of society'. Excluded is the study of social standards 
of affect-control and individual self control. Alien to the theory is the 
changing social regulation of pleasure, desire and aggression through shame, 
embarrassment and revulsion. These emotions have been systematically ruled 
out in advance as unsociological. (p.102, original emphasis) 
 
I would argue that this is not the case and that Giddens’ theory is wider than simply 
an action theory and issues taken up in The Transformation of Intimacy (Giddens 
1992) support this. It is also supported by  Joas (1993) who believes Giddens avoids 
many of the usual pitfalls of action theory through his emphasis on intentionality and 
knowledgeability of actors, their capability for self reflection and their capacity to 
have acted otherwise. In addition Giddens (1984) points out, as quoted above, that 
neither human agent nor society have precedence, rather they are formed in and 
through each other. Thus in structuration theory the individual and society are 
intertwined, the individual creates society just as society creates the individual. a 
theory that attempts to bridge the macro/micro, individual/society dualism. Giddens 
(1986) sees society and its institutions in the following way: “ society is a cluster, or 
system, of institutionalised modes of conduct. To speak of  'institutionalised' forms of 
social conduct is to refer to modes of belief and behaviour that occur and recur...we 
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can speak of economic institutions, political institutions, and so on” (p.8, original 
emphasis). 
 
The idea of positioning as it relates to social identity and position-practices is a 
further aspect of Giddens (1984) structuration theory which is of direct relevance to 
this thesis. Position-practices are at the centre of interaction, linking everyday 
practices with social systems (Craib 1992).  Giddens (1984) has reservations about 
the idea of social role which he sees as emphasising a given nature which in turn 
returns us to the action structure dualism. Giddens uses the term social role only when 
speaking of situations where actors are co-present (Cohen 1987). In other situations 
Giddens (1984) rejects social role in favour of his notion of social position. The 
concept of social position captures some of the more enduring rules and resources 
which are attached to that particular position in society (Shilling 1992). This notion of 
social position is one way of countering the argument that Giddens structuration 
theory doesn’t include a strong  institutional dimension (Shilling 1992) and it explains 
how some rules and resources endure longer than others. Giddens (1984) defines the 
notion of social position in the following way: 
 
A social position can be regarded as 'a social identity that carries with it a 
certain range (however diffusely specified) of prerogatives and obligations 
that an actor who is accorded that identity (or is an ‘incumbent’ of that 
position) may activate or carry out: these prerogatives and obligations 
constitute the role-prescriptions associated with that position.’ (p.84) 
 
A social position carries with it: "bundles of practices" (Shilling 1992 p.80, original 
emphasis) which in turn draw on sets of rules and resources, thus defining one’s 
social identity. Giddens’ (1984) term for this is positioning, actors are positioned in 
three temporal aspects. Firstly, they are positioned in terms of co-presence, how they 
act/behave in relation to the others they are with at any given time. Secondly, actors 
are positioned in relation to where they are, different 'zones' such as work, home, 
within a nation-state, finally actors are positioned within the life cycle. Giddens 
(1984) believes that in all societies age and gender are the most all-embracing criteria 
of attributes of social identity. Examples of social position/social identity relevant to 
this thesis could include those associated with teacher, student and parent. 
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Cohen (1987) believes the emphasis on position practices in Giddens’ work is an 
advance over the notion of social role. However, the distinction Giddens draws 
between social roles and position-practices he see as problematic. According to 
Cohen (1987) position-practices and social role should be seen as polar extremes 
rather than alternatives. He believes it would be possible to build on Giddens notion 
of position-practices with concepts of time-space regionalization to develop a more 
flexible and precise way to study social relations (Cohen 1987).  
 
Also central to structuration theory, in terms of this research, are the notions of 
routinization, unintended consequences of action and unacknowledged conditions of 
action. These notions are closely related to Giddens (1984)  three levels of 
consciousness: 
 
…discursive and practical consciousness refer to psychological mechanisms 
of recall, as, utilized in contexts of action. Discursive consciousness connotes 
those forms of recall which the actor is able to express verbally. Practical 
consciousness involves recall to which the agent has access in the duree of 
action without being able to express what he or she thereby 'knows'. The 
unconscious refers to modes of recall for which the agent does not have direct 
access because there is a negative 'bar' of some kind inhibiting its unmediated 
incorporation within the reflexive monitoring  of conduct and, more 
particularly, within discursive consciousness. (Giddens 1984, p.49)  
 
The notion of practical consciousness, is fundamental to structuration theory and 
important to any study within the field of education. It is important in that it refers to 
the habitual, everyday, routine activities in which individuals participate. Individuals 
know and understand why they take certain actions and they unselfconsciously, 
tacitly, monitor these actions. In the case of teaching there are many 'tacit theories' 
(Elliott 1993) underpinning teachers actions that are only reflected on unself-
consciously. When teachers are asked to critically self-consciously reflect on their 
teaching as a means of improving current practices they will often say that such self-
conscious reflection is a 'natural' part of their teaching, a part of their day to day 
routine. The chances are, however, that the reflection that is currently occurring is 
unself-conscious, it is part of the practical consciousness. What is needed is self-
conscious reflection which is related to what Giddens (1984) calls the discursive 
consciousness in that it can be fore grounded, spoken about, and reasons why can be 
discussed.  
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The levels of consciousness of structuration theory have also come in for criticism. 
According to Craib (1992) in his development of the different levels of consciousness 
Giddens has misused or misinterpreted aspects of psychoanalysis. The result of this is 
a model which lacks depth (Craib 1992). In addition Craib (1992) points out that 
although the notion of routine is useful it can in itself result in a pathology;, we can 
become emotionally dependent on it. Boyne (1991) also questions Giddens use of the 
work of psychoanalysts in his development of the levels of consciousness. Boyne’s 
(1991) concerns centre around the interpretation of the unconscious used by Giddens.  
I would assert that Giddens’ interpretation of the levels of consciousness provides a 
way of interpreting how humans are able to ‘go on’ in the world. For example, we 
saw earlier, in the work of Mackay (1993), that issues related to ontology are 
important to the changes currently occurring in society. It is essential then that a way 
is found to interpret ontological aspects The notion of ontological security (Giddens 
1991a), related to the practical consciousness is one way of approaching ontological 
aspects. Ontological security will be discussed further in the following chapter. 
 
Finally I want to turn to the issue of time-space which is pivotal to an understanding 
of ‘new times’. As Sharp (1993)  points out, the development of: "technologically 
extended forms of the social" (p.222) has had a tremendous impact on the relationship 
between time and space. Giddens (1990) also acknowledges the change in time-space 
relations in society today. Time-space he points out are no longer bound together as 
they were in pre-modern societies. This ‘uncoupling’ results in the 'disembedding' of 
social relations and has implications for the notion of face-to face interactions 
(Giddens 1990).  
 
I want to highlight four issues related to time-space in Giddens’ structuration theory 
(Gross 1982). The first is the concept that social systems are ‘embedded’ in time-
space. Secondly, there is the criticism in Giddens’ work related to the distinction 
made between synchrony (at one time) and diachrony (across time) pervading 
contemporary social theory. Societies are either studied vertically over time or 
laterally, as a snapshot frozen in time. Giddens believes both time and space should 
be studied as intersecting. The third issue relates to Giddens’ wish to see the re-
evaluation of geography as a means of bringing space to the forefront of social theory. 
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Finally there is the concept of time-space distanciation, the process by which societies 
bind themselves over greater or lesser stretches of time. Distanciation is a means of 
generating and exercising power. Gross (1982) asserts that Giddens analysis of time-
space is too simplistic. He doesn't believe Giddens has taken into account the erosion 
of temporality that has been a consequence of capitalism .  
 
Gregory (1989) is also critical of Giddens’ treatment of time-space. He believes 
Giddens pays far more attention to time than he does to space. However, from my 
reading of Giddens I would say that he treats time and space as working in tandem. In 
addition Gregory (1989) believes Giddens’ treatment of time-space relations in 
structuration theory makes social life appear more coherent than it actually is.   
  
With the above criticisms duly considered, I still believe structuration theory to be the 
theory that best allows me to deal with the problem of the macro/micro, 
individual/society dualism as well as issues of, continuity and change within a 
contemporary society. Even a number of Giddens staunchest critics agree that 
structuration theory has much to offer. Their position can perhaps be summed up thus: 
 
In conclusion, we must signal clearly that, for all our criticisms, we have no 
wish to contest the generally positive response that Giddens' structuration 
theory has elicited. On the contrary, we endorse Urry's (1986) verdict that it 
is 'the most systematic, interesting and sustained attempt so far found to 
develop an approach to social theory that transcends the dichotomies of 
determinism and voluntarism, society and the individual and object and 
subject' (Urry 1986:435 in Bryant & Jary 1991, p.30) 
 
The 'disembedding' (Giddens 1990) of social relations is the way structuration theory 
deals with issues of extension, the: "technologically extended forms of the social" 
(Sharp 1993, p.222), and the influence they have on the formation of the individual. I 
would argue that this goes some way in acknowledging issues related to technology. 
The issues, however, are dealt with at a descriptive level only (Sharp 1993) and 
therefore do not, alone, adequately theorise issues related to technology. It is 
essential, to this thesis, that some way is found to address issues of technology as 
developments in techno/science lie at the heart of much of the dramatic changes 
occurring in ‘new times’. As was discussed previously  a single level theory is unable 
to do this. To surmount this problem I will extend on Giddens’ work by drawing, at a 
substantive level, for interpretation (Chapter 7) on writers such as Sharp (1983, 1885, 
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1992, 1993) and Hinkson (1982, 1991, 1993a, 1993b 1997) who could be seen as 
theorists who are responding to phenomena associated with extension. These theorists 
come from a post-modern perspective. In doing this I am responding to the criticism 
that extension is not theorised adequately in the work of Giddens (Sharp 1993).   
 
2.4.4 Contradictions within the Methodological Position 
 
As has already been pointed out no single level theory exists at present which will 
adequately cope with an interpretation of the issues raised by this thesis (Sharp, 
1993).  To address this problem I am drawing on post-classical theory at a 
methodological level. At an interpretive/theoretical level I  will draw not only on the 
work of Giddens but on that of post-modern theorist as well as moral philosophers 
(Chapter 7). In doing this I acknowledge that I am being eclectic and using theories 
that are seen as  contradictory in nature. Sharp (1993) and Ball (1993) see no escape 
from this position if we are to adequately interpret and analyse events in 
contemporary society, ‘new times’. Kemmis (1992) believes that the changes that 
have occurred in contemporary society mean that we: “will need to reconsider and 
perhaps modify our theoretical categories, our methodological tools... since most of 
the approaches we now employ ...are the product of modernist perspectives and 
epistemologies” (p.28). This position is also defended by Sharp (1993) to the extent 
that he believes a new theory that is socially critical in nature would need to 
incorporate elements of both post-classical and post-structuralist/postmodern theory. 
Such a theory would then adequately cope with the implications of techno/scientific 
advances within the duality of structure: “Apart from contributing to seeing the 
present as the extension of modernity, rather than a break of continuity marked by the 
emergence of postmodernity, the post-classical attitude and the commonsensical 
description which it expresses serve as a major resource for the installation of 
postmodern social forms” (Sharp 1993, p.235.). 
  
The 'socially critical' social theory that may emerge is one that would be suited to this 
research as it would provide a basis for the interpretation and analysis of the issues 
related to social justice in education in ‘new times.  Such a theory will allow  
discussion of; the micro, the ‘story’ of Jane Pitt and the ‘story’ of the school, the 
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meso, the in between, relating to policy development, along with the macro the wider 
cultural changes.  
 
2.5 The 'Story' of Jane Pitt 
 
It has been seen in this chapter that research into social justice in education in ‘new 
times’ raises a myriad of issues. The global is connected to the local and the local to 
the global like never before. We have seen that in such a world we can no longer rely 
on theoretical positions from the past as a means of interpretation of issues of social 
justice. We have also seen that the research issue requires a methodology which 
allows the study of both the macro and micro. Giddens’ structuration theory has 
provided a methodological tool for such a study. I want, by telling my 'story', to 
further illustrate the interconectedness theme of this thesis and to address the issues 
related to my position within the research. Within the bounds of this research I am 
both researcher and researched as such I must be critically self-conscious in my 
approach to the data. I must ensure the reflective use of my discursive consciousness 
(Giddens 1984). Discursive consciousness implies: "a capacity for discourse with 
others" (Elliott 1993, p.184). In other words I need to make the ‘familiar strange’, 
thus increase my ability for critical reflexive interpretation of events. One way in 
which to lay the foundation for such critical reflexive interpretation is to tell my 
'story', thus making it clear where I stand within the 'case' from the start. 
 
My story is one of continuity, change and contradiction. During the data gathering my 
position in relation to the 'case' was unique. I was a member of the community and 
worked as a teacher within the school which was the ‘case’. There were many aspects 
to my life which greatly influenced the data gathered and to some extent my 'story' is 
data in itself. As Lather (1991) points out: “Like all the sciences, educational research 
is increasingly constructed as a value-constituted and value constituting enterprise, no 
more outside the power/knowledge nexus than any other human creation” (p.27). 
 
My 'story', is crucial to the way the data are gathered, interpreted and analysed. As   
Jones (1992) asserts: “New traditions in social inquiry, expressed in their most recent 
forms by postmodernists and feminists, point out something different: that 'I' is 
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central; that our accounts of the world can only be constructions, made up from the 
language, meanings and ideas historically available to us, the 'I'” (p.18). Neutrality in 
a research account is not possible, researchers not only describe but inscribe reality, 
research accounts are constructed  (Jones 1992). It is crucial then, that I as the 
researcher tell my story so as to contextualise myself as a participant in the data 
gathering, interpretation and analysis. I am not merely a neutral player. 
 
2.5.1 The Person 
 
I was born and spent the first twelve years of my life in the ‘case’ community. I 
attended the very school which is the ‘case’. When I reached high school I was sent to 
school in the state’s capital city. So my teenage years were spent in a city boarding 
school far removed from my family’s fruit property, the river, and my childhood 
friends. On completing secondary school I attended Teachers College for three years 
and then returned to my childhood home to teach. After four years teaching in my 
home community, I returned to the city to resume studying and then to teach in a city 
school. In 1979 I returned once again to my childhood home to teach in the school I 
had attended and taught in previously. From this brief historical sketch it can be seen 
that I bring with me certain knowledge, and understanding of the history of the school 
and community.  
 
What is also of importance are the roles that I had in the school from 1992 to 1994  
when the school based data were being collected. As an educationalist, I have had a 
vast array of 'roles'  at both a school and system level. Those ‘roles’ include 
teacher/curriculum developer, bureaucrat, teacher and mentor. What they added up to 
was working as an 'agent' of whole school change, a position that was not always 
comfortable. 
 
2.5.2 The Teacher/Curriculum Developer 
 
During the data gathering phase I worked within two schools, the primary school 
which is the 'case' and the junior primary which although a separate school is situated 
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on the same campus. This meant I was working with students between the ages of five 
and thirteen. I was first and foremost a teacher/curriculum developer both within the 
school and in the wider education system. My main concern was social justice with an 
emphasis on parent participation and literacy. This meant the I had first hand insights 
into the DSP (Disadvantaged Schools Program) which is a Commonwealth funded 
program supporting schools where the students are disadvantaged by poverty  
   
As a teacher/curriculum developer I worked with large and small groups of teachers 
and with teachers on an individual basis. This work was largely within my own two 
schools in 1992 and 1993 but during 1994 I was called on to work in other DSP 
schools throughout the state. My work required me to plan and conduct large group 
workshops, to facilitate small groups with Action Research Projects and to work with 
individual teachers to support them in the change process by talking with them, 
planning with them or team teaching with them. I was also required to work with 
students and parents. 
 
To best do this job, I had to be a continual student myself. Keeping up with  
developments in social justice in education with particular reference to parent 
participation and literacy. This required constantly, reading, thinking and 
experimenting in relation to all aspects of my job. Working with people and 
attempting to lead them in the process of change can be very stressful. I found that I 
was continually questioning myself: ‘Am I having any effect?’ ‘How can I best lead a 
vast number of people, all positioned differently, in the process of change?’ ‘How do 
I turn off from the emotional turmoil I seem to be causing many of them?’ Answering 
this final question holds the key to successfully operating in such a situation 
(Salzberger-Wittenberg, Henry & Osborne 1983). 
 
2.5.3 The Bureaucrat 
 
I also had a 'role' in the school which was bureaucratic in nature. As a  teacher funded 
through special grants I was required to 'operationalize' the objectives of the 'Action 
Plans' of the program. This not only required me to administer personnel and budgets 
but to liaise with others both inside and outside of the schools. This required attending 
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a constant string of meetings including those with, the schools Principals, system 
level personnel, the schools PP (Priority Projects) Committee and fellow workers. 
These fellow workers included the CLW (Community Liaison Worker), School 
Treasurer, teachers, SSOs (School Services Officers) and the parents of the school 
community. Data gathering on 'outcome' achievement for the purposes of 
accountability was also a part of my 'role' as a bureaucrat. Questions I asked myself in 
relation to this role included: ‘Is what I am doing contradictory to my current values, 
attitudes and beliefs?’ ‘If so, how do I cope with this?’ ‘Is it possible to achieve the 
goals of the program I am charged with leading?’ ‘Will the Budget balance?’   
 
2.5.4 The Teacher 
 
My work also required  me to be a 'teacher' of children in relation to literacy learning, 
often in a team teaching situation. These lessons required preparation both with the 
teacher and by me and a regular time commitment to the classrooms which often 
clashed with meetings and conferences required by my other roles. I also did yard 
duties and regularly attended the staff meetings of the two schools as a contributor or 
as a participant. I also had an active involvement in a number of teacher associations. 
Questions that confronted me in this 'role' were in general related to the social, 
emotional and academic needs of students: ‘Is the classroom atmosphere conducive to 
meeting the needs of a wide variety of students?’ ‘Is the curriculum responsive to the 
needs of those students?’ ‘Are the students learning?’  
2.5.5 The Mentor 
 
As a staff member with a wide variety of study experiences behind me I was often 
called upon by my colleagues for advice in relation to their study endeavours. This 
was something I really enjoyed. This too had a down side that can be expressed in a 
series of questions: ‘Do I have time for this?’ ‘In whose time do I do it?’ ‘Am I 
guiding  the people who ask for assistance in the right direction?’   
 
 
 44
2.5.6 The Researcher 
 
As can be seen from the above I was virtually ‘living in’ the research data I was the 
ultimate participant observer, observing not only others but also myself. This is 
positive as long as I reflecte self-consciously on the data. This self-conscious 
reflection can be expressed in questions including:  ‘What does this incident mean?’ 
‘Is it data?’ ‘How should I interpret this?’ ‘How may someone else interpret it?’ 
‘What does this mean to me operating as a, teacher, bureaucrat, teacher developer, 
mentor?’ ‘What should be discarded and what should be kept?’ ‘How can what is 
learnt develop me as a person?’ ‘What is it I'm really trying to do with this research?’ 
 
 My role was clearly beyond that of an ethnographer and it needs to be acknowledged 
that such a situation had a tangible effect on the research, particularly in its early 
stages. My role as educator framed my understanding of the issue. It was through my 
keeping of a professional journal, my reading, my discussions with my supervisor, my 
writing and presentations of material in academic forums that I was able to gain 
‘distance’ from my research. This in turn resulted in shifts in my understanding, 
which ultimately resulted in my reframing and refining of issues.    
 
2.6 Critical Case Analysis: Why and What 
 
The issue being investigated here, social justice in education, is addressed through a 
critical case analysis. This was selected as the means of inquiry as it was a method 
which allowed the macro/micro dualism to be addressed. It enabled the tensions 
between individual/society, theory/practice to be considered. A critical case analysis 
is based on a case study approach to research. In relation to this thesis I want to define 
case study as: “an examination of an instance in action. The choice of the word 
'instance' is significant in this definition, because it implies a goal of generalisation” 
(McDonald  & Walker 1975, p.2) and is: "pursued via a social process and leads to a 
social product" (p.4). Four styles of case study have been described by Stenhouse 
(1981) and this critical case analysis encompasses two of these styles. It is neo-
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ethnographic in that it is a single case examined in depth, it is also of the teacher- 
based style as the researcher is a teacher in the school chosen as the case. 
 
The term case study can be used in a number of ways (Hammersley 1992). Case study 
is one form of case selection along with survey and experiment: “What I mean by the 
term 'case' here is the phenomenon (located in time/space) about which data are 
collected and/or analysed” (Hammersley 1992,  p.84). The three strategies in case 
selection, case study, survey and experiment, vary as to how they deal with the issue 
(Hammersley 1992). If case study is selected a small number or only one naturally 
occurring case is selected and is studied in great detail.      
 
2.6.1 Critical Case Analysis and Generalisations 
 
Case study research is generally seen as being naturalistic and interpretive aimed at 
the development of understandings with the possibility of making generalisations 
from them. In Lather's (1991) description of postpositivist research it generally falls 
under the heading of 'understanding'. In this instance it is seen as aiming at more than 
just understanding. As the term critical case analysis implies this research aims to go 
deeper and to critically analyse and interpret the data gathered and to theorise on the 
implications of this analysis.   
It is the intention of this thesis that generalisations at both an interpretive and a 
theoretical level will be made from the data generated from the case. There is a degree 
of controversy within the literature on research methods as to the applicability of case 
study methods to the making of generalisations. It is my intention to follow Adelman, 
Jenkins and Kemmis' (1976 ) and use case study as a way of developing 
generalisations. This thesis would seem to be of the type where an instance, the case, 
is generalised to a ‘class’ (Adelman, Jenkins and Kemmis 1976). This instance being 
a country primary school and its surrounding community. While it is possible to make 
generalisations it should be remembered that any instance or case possesses some 
idiosyncrasies (Adelman, Jenkins and Kemmis 1976). This position is also supported 
by the work of Hamilton (1980) and Stenhouse (1981) who see the chance for 
generalisations to be made from case study research.  
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2.6.2 Critical Case Analysis and Data Collection 
 
My 'story' told above outlined my unique position in relation to the case. This has  
had a direct influence on the data collection tools I have used. The keeping of a 
Personal/Professional Journal was an integral part of the data gathering process. Holly 
(1984) describes the  Journal  in the following way: 
 
Journal writing can include the structured, descriptive, and objective notes of 
the log and the free-flowing impressionistic meanderings of the diary. ...It is a 
reconstruction of experience and, like the diary, has both objective and 
subjective dimensions, but unlike most diaries, there is a consciousness of 
this differentiation. In a journal, the writer can carry on a dialogue between 
and among various dimensions of experience. What happened? What are the 
facts? What was my role? What feelings and senses surrounded events? What 
did I do? What did I feel about what I did? Why? What was the setting? The 
flow of events? And later, what were the important elements of the event? 
What preceded it? Followed it? What might I be aware of if the situation 
recurs? This dialogue, traversing back and forth between objective and 
subjective views, allows the writer to become increasingly more accepting 
and perhaps less judgemental as the flow of events takes form. Independent 
actions take on added meaning. (p.6) 
 
This description outlines what I attempted to do by using a journal as a data gathering 
tool in this research. As an active participant in the 'case' I was able to reflect on what 
I saw and what I did. It provided me with a record of data and was a useful way of 
reflecting on the data at the time and then again in retrospect. It proved to be an 
invaluable tool in allowing me to gain some much needed ‘distance’ from the data I 
was gathering but at the same time creating. 
 
The second data gathering tool to be used was interviewing. The interviews involved 
up to twenty representatives from each of the following groups, teachers, parents and 
students in the schools. In addition a number of community members were 
interviewed including the CEO of the local Council. The aim of the interviews was to 
find out about people (Oakley 1986) and their views regarding issues such as, 
purposes of schools, changes in schools and the community, social justice, and their 
perceptions of the future. The interviews were, in a number of instances, a means to 
check on the accuracy of data collected by other methods (Hook 1981), that is, 
triangulation. Although a series of guide questions were developed (see Appendix A) 
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the interviews aimed at encouraging the subjects to speak freely and reflectively 
(Walker 1985) in relation to the issues outlined above.  
 
Policy documents, from federal, state and school levels, relating to issues of education 
and social justice were consulted. The relationship between policy documents and the 
practices of schools is a complex one. As Kemmis (1993) points out policy documents 
provide more than a mere map to what happens in schools. There is a basic tension 
between "curriculum makers and teachers and students (and others) that the map 
metaphor cannot capture" (Kemmis 1993, p.41.). Documents can be read both 
individually and in conjunction with each other (Kemmis 1993). Reading any 
document is influenced by other documents we have read and our relationship to the 
document. In this thesis, while considering only a few documents, links can be made 
between them and inter-relationships can be seen. Bearing this in mind, I considered a 
number of policy documents that have direct impact on the education and social 
justice. These documents will, according to Kemmis (1993) provide us with a clue to 
the way education is involved in the reproduction and transformation of the individual 
and society. The individual through knowledge; understandings, skills and values, and 
social practices; communications, production and consumption and organisation. 
Society through, social structure; culture, economy and political life, and social 
media; language, work and power. These are expressed through contestation and 
institutionalism (Kemmis 1993).  
 
The documents consulted: 
• Federal documents; Strengthening Australia’s Schools (Dawkins 1988), Fair Go: 
The Federal Government's Strategy for Rural Education and Training 
(Dawkins & Kerin 1988) and Towards a Fairer Australia, (Department of 
Finance and Department of the Prime Minister and Cabinet 1988) and the Social 
Justice Strategy  of '93/'94 (Keating & Howe 1993).   
• State documents; Social Justice Strategy (Bannon 1987), Educating for the 21st 
Century (Education Department of South Australia 1990), Social Justice Action 
Plan (Education Department of South Australia 1992) and a selection of the 
Education Departments Three Year Plans beginning 1989 - 1991 through to 1993 
- 1995.  
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• School documents: SDP (School Development Plans) from 1989 - 1991 through 
to 1994 - 1996. The minutes of various school based committees, in particular for 
this study the minutes from the schools PP Committee meetings from 1991 to 
1993 were used.  
   
Walker (1985) talks of gathering data through what he calls 'intraviews' , these 
include the data already recorded in such things as circulars, news letters, meeting 
minutes and even timetables. People have already thought about and written these 
thus they already reflect the: "power of introspection" (Walker 1985, pp.149-150).  
 
The community, which is the subject of this thesis, has an independently owned 
newspaper, the Murray Pioneer, which has been published for more than 90 years. It 
was a weekly publication until 1982, from that time it has come out twice a week. The 
paper reports extensively on the local area and on issues which have a direct bearing 
on local affairs. This publication was used to obtain data in relation to the continuity 
and change in the town and surrounding district in the years since the 1956 flood. A 
comprehensive search of the newspapers produced since the beginning of 1956 to the 
end of 1993 was carried out. In addition a number of locally produced history books, 
including oral histories, related to the school and the wider community were sources 
of data. 
 
Much can be learnt about country towns by studying statistics (Bowie and Smailes 
1988). To this end data from the Australian Bureau of Statistics were used to gather 
demographic data on the town and the surrounding district. Information from the 
1961, 1971, 1981 and 1991 Census was drawn on. In addition statistical information 
about the school in the period from 1956 to 1993  was obtained from school records.  
These data provided a picture of the continuities and changes in the school and 
community, especially in the last 35 years.   
 
It could be argued that the statistical data gathering procedure does not fit with the 
other procedures used, in that they are generally seen as qualitative, whereas the use 
of statistics is a quantitative method. My position in relation to this follows that of 
Hammersley (1992). I believe the tools used should be influenced more by their 
relevance to the study and the quality of the data collected, than by debates related to 
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the qualitative, quantitative divide.  The multiple data gathering procedures used 
ensured 'rich' data allowing for thick description (Giddens 1984). 
 
2.7 Writing Style 
 
The problem of addressing the macro/micro dualism extends to the writing style 
adopted in this thesis. This is done through the combination of two very different and 
perhaps to some contradictory writing styles. This strategy is flagged by Jones (1992) 
when she urges writers to: “Bring together several narratives, stories and 
interpretations. Your piece does not need to be one coherent text in the same style 
from beginning to end” (p.31). To do this the traditional academic style of writing is 
used but it incorporates a number of 'stories'. These stories are written in a narrative 
style allowing the voice of the researcher to be heard. This form of writing, the 
combination of narrative and non-narrative, is a common way of representing social 
action in research texts (Atkinson 1990). The use of story has already been seen in 
this chapter through the ‘story’ of Jane Pitt. It is a powerful and necessary device 
given that I, the researcher, am part of the data. A: “Text written by the visible 'I', 
does not merely point, disembodied, to the world out there. Rather it engages 
pleasurably shared communication about the world” (Jones 1992 p.7). Haug (1987) 
through memory work is another researcher who uses the narrative of story and the 
personal voice, which she presents in the third person, to great effect. Davies (1993) 
also writes her experience into the text. I am part of the data and my history, my 
values and my attitudes influence this thesis in a direct way. I attempt a fine balance 
between a traditional form of academic writing and 'story'. Not only my story but 
stories of others  told through their eyes and through mine.  
 
2.8 Summary 
 
This thesis is focussing on how social justice is constructed in ‘new times’ and 
pursues the following five research questions: 
• What is meant by the label ‘social justice’? 
• How is social justice to be understood in contemporary terms? 
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• Are there tensions between traditional and contemporary views of social 
justice? 
• How effective are policy developments in delivering social justice via 
education? 
• What difference do such policies make at the local level? 
 
This chapter has outlined the methodological framework to be used in pursuit of 
answers to these questions. It began by providing an outline of the research issue and 
related research questions generated and then went on to contextualise the research. 
This contextualisation included an overview of the community from within which the 
critical case analysis drew its data and the wider issues having an effect on Australian 
society today. It then considered the chief methodological perspective, along with the 
position of the river metaphor to the research. Also flagged were a number of other 
authors whose work would contribute to the analysis of the data. The latter part of the 
chapter told the ‘story’ of Jane Pitt thus contextualising the researcher. The chapter 
concluded with a consideration of critical case analysis, data gathering methods and a 
comment on writing style. 
 
Chapter 3. 
Social Change, Schools in ‘New Times’, 
and Social Justice 
 
This chapter addresses debates which have occurred within a selection of literature in 
the fields of relevance to this thesis. These fields are related to; social change, schools 
in ‘new times’ and social justice. Before turning to the literature I want to restate the 
research issue. 
 
3.1 The Research Issue 
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Social justice is now a part of the curriculum and administrative structure of most 
Australian schools. The focus of this research is social justice in education. Social 
justice then is a key term to this thesis and as such, it is necessary to provide a 
definition. Conceptually social justice is far from an uncontested term and according 
to Aronowitz (1990b) the: “conception of what justice means needs to be overhauled 
in the light of the democratic and other new social movements” (p.108), movements 
which have emerged in ‘new times’. While acknowledging the contested nature of the 
term social justice I will, for the purposes of this thesis, define it in terms of fairness, 
equity and equality for all in any given society. Such a definition draws support from 
theorists such as  A. MacIntyre (1985, 1988), John Rawls (1971) and Robert Nozick 
(1974). 
 
Schools are one of society’s institutions that have been caught up in the changes 
which are associated with ‘new times’. In Australia an education system has been 
established on the basis of education being compulsory, free and secular. At one level 
these developments of 1872 can be seen as coercive and controlling. On the other 
hand they can be seen as enabling and reformist. Now more than 120 years later 
public education has undergone another restructure designed to effect new forms of 
reform, and aimed at developing a new form of nationhood. These policy 
developments have been issued under the general label of social justice and are linked 
to wider moves to restructure the economy so as to increase its competitiveness in the 
international arena. When social justice in education is the focus of research in ‘new 
times’, the following research questions need to be pursued: 
• What is meant by the label ‘social justice’? 
• How is social justice to be understood in contemporary terms? 
• Are there tensions between traditional and contemporary views of social 
justice? 
• How effective are policy developments in delivering social justice via 
education? 
• What difference do such policies make at the local level? 
 
It is my contention that the literature relevant to this thesis falls into three main areas; 
social change, schools in ‘new times’ and social justice. In the previous chapter we 
saw that social change was a key aspect associated with ‘new times’. Mackay (1993) 
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showed that the pace and scope of change in the Australian context was ‘redefining’ 
the country. This process of ‘redefinition’ has resulted in feelings of extreme ‘angst’ 
(Mackay 1993) in people. Feelings of ‘angst’ are ontological in nature and as such, 
mean it is essential that any consideration of the Australian context today must take in 
to account literature which provides us with an understanding of the problems 
associated with social change. 
 
Australian society is not isolated from the wider changes occurring across the globe. 
The country is increasingly finding itself drawn into a global restructuring. Such a 
situation has resulted in the need for Australia to become economically competitive 
within the global arena. This has resulted in calls for the country to respond in new 
ways to the new situation. Some suggest that this can only occur if the country comes 
to rely on knowledge and skill rather than muscle power and raw materials (Jones 
1995). Global restructuring along with calls such as those of Jones (1995), for 
knowledge and skill rather than muscle power, have implications for schools. This 
being the case the consideration of literature related to schools in ‘new times’ is 
essential. 
 
Social justice has become one of the key terms used to legitimate this push for the 
development of knowledge and skill rather than in muscle power and the sale of raw 
materials as being the future for the Australian economy (Fitzclarence & Kenway 
1993). Social justice policy in education suggests that it is possible for all to share in 
the new economic direction of the country. As such the literature relevant to social 
justice in education needs to be considered. This is not to suggest that all literature in 
relation to; social change, schools in ‘new times’ and social justice will be reviewed. 
Rather a selection of that which accords with the methodological position will be the 
focus. 
 
The first section considers the problem of social change. As was seen at the 
methodological level this thesis requires a position that allows for the study of both 
the  macro/structural and the micro/ontological. The section begins with a 
consideration of the concept of change. It then moves on to consider the ways 
individuals and collectivities cope with change addressing issues related to risk, 
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anxiety and security.   This section draws extensively on the work of  Giddens 
(1984,1990, 1991a) and Salzberger-Wittenberg, Henry  & Osborne (1983). 
 
The second section considers schools in ‘new times’. It begins with a consideration of 
the literature regarding the way in which ‘markets’ have come to the fore on a global 
scale. It then considers the implications of this for schools including, issues of 
marketisation, student identity and curriculum theory. 
  
The chapter concludes with a discussion of issues related to social justice.  Specific 
reference is made to the way social justice has been conceptualised within educational 
policy and practice. Finally, a number of perspectives from moral philosophy in 
relation to social justice are discussed. 
 
3.2 The Problem of Social Change 
 
In Chapter 2 we saw that Australia is going through a period of rapid change (Mackay 
1993), change which is reflected at a global level (Giddens 1990). This change has 
produced, in Australians, feelings of insecurity and what Mackay (1993) calls ‘the big 
angst’. It is a time when risk, stress and anxiety are never far from the surface. This 
suggests the importance of discussing issues of ontology. Ontology is defined by 
some as the theory of existence (Bullock, Stallybrass & Trombley 1988). Giddens 
(1991b) defines it as: “a conceptual investigation of the nature of human action, social 
institutions and the interrelations between action and institutions” (p.201), this 
suggests the interrelationship of the individual and society in any study of ontology. 
Doubts and fears are with us always but they are especially magnified at times of 
change within our lives. In this section I want to consider the ways social change is 
handled in daily life in ‘new times’. 
  
3.2.1 Change 
 
The scope and pace of change in our lives today is of a magnitude not previously 
experienced. Modern social institutions are dynamic in nature and this dynamism 
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creates an environment in which change is continuous (Giddens 1990). This in turn 
means that the individual person and the collective groupings in ‘new times’ must 
develop ways of handling this continual change.  
 
In ‘new times’ change doesn’t always follow a preconceived pattern (Giddens 1991a). 
In the techno/scientific driven world the general expectation is that things will occur 
in a rational and ordered fashion. This has not proved to be the case, for all the 
prominence of rationality and order ‘new times’ offers unpredicability and high levels 
of risk such as industrial accidents. People often find the many changes that are 
occurring around them threatening. The dramatic change in the relationship of time-
space results in the local being inextricably linked to the global (Giddens 1991a). We 
can, in our homes, be immediately affected by happenings in distant parts of the 
world. Their effects, on the individual and/or the collectivity, can be instantaneous via 
the electronic communications available to us. The instantaneousness with which we 
are made aware of these happenings has led to: "crises becoming normalised." 
(Giddens 1991a, p.184). These 'crises' affect the individual and/or collectivity in ways 
which result in varying degrees of change. Using divorce as an example, Giddens 
(1991a) shows us how any crises in one’s life leads to feelings of doubt and anxiety; 
there is a period of mourning after the crisis which helps the person come to terms 
with the changed situation. One can assume that similar processes are in operation, no 
matter what the crisis is, that affects the individual's life. These moments of change in 
one’s life can be seen as: "fateful moments" (Giddens 1991a, p.112). There are a 
number of times in schooling, which could be defined as ‘fateful moments’. At these 
times the emotions of both teachers and students are affected (Salzberger-Wittenberg, 
Henry  & Osborne 1983). The relationships within schools between teachers and 
students are not only intellectual but emotional exchanges (Salzberger-Wittenberg, 
Henry  & Osborne 1983). The pattern of beginnings, endings and times of transition 
between levels of schooling are of extreme importance and evoke both positive and 
negative emotions in all those involved.  
  
In ‘new times’ the individual is increasingly called on to make ethical judgements 
within the context of continual and rapid change. How is such a situation to be 
interpreted? 
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3.2.2 Coping with Change 
 
I remember my first day at school like it was only yesterday. The sounds and the 
smells associated with the school and classroom. I remember being excited about 
being ‘a big school girl’ and looking forward to learning new things. I remember too 
the feelings of ‘aloneness’ as my mother left and I was ‘handed over’ to a Grade 2 
girl, her face is as clear to me today as it was all those years ago. She took me to my 
first class and introduced me to my first teacher. In those first few minutes, alone in a 
new situation, I felt anxiety and terror. After meeting the teacher I was taken to a 
games cupboard and told I could play with the games. I remember finding a jigsaw 
puzzle, the same as one I had at home, I began making it. At last I had some feeling of 
security in my new situation. That is my last memory of my first day at school. I 
experienced feelings of both hope and anxiety at a time of great change in my life, the 
beginning of school. I was, however, able to find a way to bridge the new situation to 
the old, the jigsaw provided that link. Thus I developed a degree of  ‘security’ in the 
new situation. Such feelings of hope and anxiety have assailed me throughout my life 
at times when I am starting something new, completing a project or going through a 
period of transition. Such conflicting emotions are quite often associated with change 
(Salzberger-Wittenberg, Henry & Osborne 1983) both within a school and in the 
wider society.  
 
In my work as a teacher I have also experienced feelings of anxiety and fear. While 
such feelings were more prevalent in the early years of my teaching career they often 
resurface at times of change. These anxieties and fears centre around three issues 
criticism, hostility and control (Salzberger-Wittenberg, Henry & Osborne 1983). 
Criticism of my abilities as a teacher was a fear that was very real to me in my early 
years of  teaching. I became very anxious before parent teacher interviews, especially 
when a student was experiencing difficulties, I felt the parent would see it as a failing 
in my abilities as a teacher. While this anxiety still surfaces at times I now have a 
stronger belief in my abilities as a teacher. Student hostility and the related issue of 
‘controlling’ a class promote a less anxious response in me today than they did at the 
beginning of my teaching career. In the beginning I was sure students would hate me 
if I reprimanded them and if I didn’t reprimand them I would be in danger of loosing 
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control of the class. Today issues of hostility rarely surface and issues of control are 
relegated to the ‘first day’ with a new class. Experience has given to me a degree of 
security in my ability. From the story of my first day and my later experiences as a 
teacher it is possible to see that an understanding of anxiety is crucial to not only an 
understanding of the way individuals cope with change but also of how they are able 
to ‘go on’ in the world.  
 
My personal experiences, as a student and as a teacher, show that I am able to cope, to 
varying degrees, at varying times, with risks and the resulting anxiety they present. 
Coping with such situations is related to self-identity (Salzberger-Witterberg, Henry  
& Osborne 1983). This gives us an inkling that self-identity needs to be constantly 
nurtured no matter whether child or adult. What then is self- identity? The concept 
identity: “marks the conjunction of our past with the social, cultural and economic 
relations we live within”  (Rutherford 1990, p.19).   
 
Both Giddens (1991a) and Salzberger-Wittenberg, Henry and Osborne (1983) make 
the point that the ability of children and adults to cope with risk and anxiety stems 
from infancy and the self-identity which is developed in relation to others. Before 
looking at what the theorists have to say about risk, security and anxiety I want to 
consider the issue of relationships. In the previous paragraphs I have reflected on 
ways in which change resulted in me taking risks, feeling anxious and gaining some 
sense of security. Relationships which develop within a school have the capacity to 
encourage future growth in the person or to retard their emotional growth for years to 
come. There are important emotional issues related to teaching and learning and the 
relationship between teacher and student is very important (Salzberger-Wittenberg, 
Henry  & Osborne 1983). The correct or incorrect handling of an emotional problem 
of a student by a teacher can have lasting effects on the self-identity of them both. 
Teachers must tread a fine line between enough involvement and over involvement. 
They must also assist students to cope with the changes occurring in their lives, while, 
at the same time cope with changes they are being confronted with. In this sense 
relationships play a crucial roles in the way individuals and collectivities handle 
change. 
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‘Colonizing the future' is continuous (Giddens 1991a) in ‘new times’. As part of our 
life planning, change is continuous and risk is a constant factor. The reflexive 
monitoring of risk is a key aspect of our lives in ‘new times’. Insurance is taken out in 
an effort to minimise, or as the word suggests, insure against risk. The type of risks 
people face in ‘new times’ are different from those in pre modern societies. The 
techno/scientific world has been able to minimise some of the risks associated with 
natural occurrences (Giddens 1991a).  his risk minimisation is evident in the way 
humans treat such things as rivers, building banks to prevent flooding. In doing so, 
however, they have created further risks in the form of environmental degradation.  
 
Abstract systems (Giddens 1991a) create constant change in ‘new times’. Abstract 
systems include symbolic tokens, such as money, as well as expert systems, 
knowledge and people with expertise in certain areas such as medicine or education 
(Giddens 1991a). Individuals, and indeed collectives, can exert minimal direct 
influence over complex abstract systems. It follows logically that different levels of 
risk increase as trust is invested in systems where minimal contact is possible. We 
place trust; the 'protective cocoon' (Giddens 1991a) assisting us in maintaining our 
daily lives, in these systems, but, in so doing we constantly run the risk of this 
‘protective cocoon’ being shattered. Abstract systems in and of themselves create a 
situation of instability, for example, knowledge is constantly changing and experts in 
a particular field may not agree, they may give conflicting views (Giddens 1991a). If 
our ‘protective cocoon’, our basic trust, is shattered we find it hard to go on. It is, 
however, virtually impossible to 'opt out' in the world today and thus avoid contact 
with abstract systems Abstract systems, especially expert systems, deskill not just in 
the workplace but in social life as a whole creating a climate of constant change 
(Giddens 1991a). Within expert systems those who develop a new idea and 
implement it are often the one’s who are deskilled or made redundant. 
 
Within the everyday world of the classroom, risks are experienced by both students 
and teachers at points of transition; between classes, schools, year levels and in 
leaving school. These times see an increase in students’ stress levels. This was 
illustrated in my memories of my first day at school. The stress/anxiety in relation to 
risk in classroom situations is related to three issues. Firstly, there is the fact that one 
may be entering a new space and feel lost within the new space until one finds a 
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‘home’ in it.  Secondly, it may relate to numbers. On my first day being with 30 other 
students for the first time presented stresses and anxieties for me. Finally the 
strangeness of any new situation (Salzberger-Wittenberg, Henry  & Osborne  1983) 
can produce feelings of stress. The student  leaving school also faces risks. They are 
no longer just faced with the question of what job do I want? Rather, they may be 
asking whether there is even a place in the workforce for them. Careful consideration 
of the risks associated with particular transition points in school can reduce the stress 
levels of students, and teachers. 
 
What occurs in the education system at times of change applies to any time of change, 
in any aspect of life, in ‘new times’. Where we see rapid and far reaching change 
(Mackay 1993; Giddens 1990), risks are magnified. It is also true that while ‘new 
times’ produce complex high risks they also offer many new possibilities for positive 
change. The abstract systems of modern science and medicine have provided 
remedies for illnesses and disease which have been devastating in previous times 
(Giddens 1991a). So while risk is certainly a factor in change it does not necessarily 
have to have negative outcomes. 
 
One of the issues raised through the discussion of risk was that of anxiety. Giddens 
(1991a) defines anxiety as: "an unconsciously organised state of fear" (p.45). Fear is 
an emotion related to an actual incident, a concrete source of threat. Anxiety is a more 
generalised state of the emotions and not tied to one incident and it depends on 
unconscious operation (Giddens 1991a). 
 
Anxiety and fear are both evident in the context of the school (Salzberger-Wittenberg, 
Henry  & Osborne 1983), as was seen in the story of my first day at school. Anxiety, 
like risk, need not be seen purely as a negative emotion, a certain degree of anxiety is 
in fact necessary for people to learn and to change (Salzberger-Wittenberg, Henry  & 
Osborne 1983). When it becomes overwhelming, however, it is no longer of value to 
the development of the individual and may threaten their basic security system. To 
more clearly understand the role of anxiety it is necessary to consider its roots in 
infancy. 
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Our development of self-identity is greatly influenced by experiences in infancy, 
particularly in the developing relationship with others; this is in most cases initially 
the mother (Giddens 1991a; Salzberger-Wittenberg, Henry  & Osborne 1983). The 
event of birth is the first and perhaps the most dramatic change the infant will be 
forced to face. The way birth and infancy is handled influences the levels of anxiety 
that remain in one’s 'memory traces' throughout life (Salzberger-Wittenberg, Henry  
& Osborne 1983). It is only in extreme situations of stress that the panic of infancy 
(birth) is ever again approached. For the infant learning about external reality is a 
mediated experience. The development of trust in the return of the absent caregiver is 
of crucial importance to the development of the basic security system of a person 
(Giddens 1991a). The basic security system of an individual enables them to cope 
with the anxieties thrown up by life. The influence of this initial nurturing process can 
have conscious and unconscious effects on the individual throughout life and will 
certainly affect the way they cope with anxiety. Giddens (1991a) expresses it as 
follows: 
 
Anxiety has its seeds in fear of separation from the prime caretaking agent 
(usually the mother), a phenomenon which for the infant threatens the very 
core of the emerging self and of ontological security more generally. Fear of 
loss - the negative side of trust developed across the time-space absences of 
the parenting figures - is a permeating feature of the early security system. It 
is in turn associated with hostility, generated by feelings of abandonment: the 
antithesis of the  sentiments of love which, combined with trust, 
generate hope and courage...Unless constrained and channelled, such 
hostilities can give rise to spiralling anxieties, especially where the 
expression of anger in the infant produces a reactive hostility on the part of 
parenting figures. Identification and projection form major means whereby 
potential spirals of anxiety and hostility are avoided. (pp.45-46)  
 
There are many anxieties and fears felt by both students and teachers within 
schooling. Anxieties associated with the learning process as well as the relationships 
which are a part of schooling itself. If these are not overcome by the students 
themselves or handled correctly by the teacher they could lead to learning difficulties 
through out school life and beyond (Salzberger-Wittenberg, Henry  & Osborne 1983). 
The same can be said for the life of the child or adult in the wider society and in their 
relationships with the  abstract systems  of ‘new times’ (Giddens 1991a). The ability 
of the individual to live securely in ‘new times’ is related to the operation of their 
basic security system. 
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The issues which have been raised in this section on the problem of change are 
directly related to issues of ontology. The relevance of a discussion of ontological 
issues to this thesis lies in the fact that, many of the issues confronting people in 
Australia today are ontological (Mackay 1993). One way of understanding how 
people are able to ‘go on’ in the world today is through a consideration of the notion 
of ontological security (Giddens 1991a). Ontological security is what makes it 
possible for the self to operate in the world, it is our ‘protective cocoon’, our sense of 
trust (Giddens 1991a). When our ontological security is threatened so is our feeling of 
self-identity. Change has the potential to threaten our ontological security. During the 
first minutes of my time at school, as my story indicates, my ontological security was 
threatened. It was threatened by the scope and speed of the changes I was confronted 
with; new place, new people, new behaviours. Finding the jigsaw puzzle that was 
familiar to me, provided a link to the known in my life and enabled my to feel more 
secure in my new environment.  
To understand the complex nature of ontological security (Giddens 1991a) it is 
necessary to understand the 'layers' of consciousness Giddens (1984) defines. There 
are three of these 'layers' or levels; the discursive, the practical and the unconscious. 
The discursive consciousness is related to what individuals are able to express 
verbally. The practical consciousness is related to the practices which we habitually 
do ‘without thinking’ each day, the routines of everyday life. The unconscious is that 
part which is hidden or repressed from the discursive conscious, things that cannot be 
expressed verbally. There is a bar between the discursive conscious and the 
unconscious (Giddens 1984). The three levels of consciousness have been likened to 
the structure of an iceberg where the discursive and part of the practical 
consciousness are above the surface, they can be seen heard and discussed. The 
remainder of the practical consciousness and the unconscious, the largest part, is 
under the surface (Fitzclarence 1992).    
 
The reflexivity of the self is related in the main to our discursive conscious, the level 
of consciousness where actions are rationally explained and discussed. The 
intellectuality of the rapidly changing techno/scientific world of ‘new times’ values 
rationality which is directly related to the discursive consciousness. Ontological 
security, which develops around routines, is related to practical consciousness. As a 
 
 61
teacher there are certain routines that I know will occur in a classroom each day, for 
example, marking the roll, and students responding to questions in certain ways. 
These routines allow me to ‘go on’. If these routines change and I no longer 
understand what is happening my feelings of anxiety rise and my ‘ontological 
security’ is threatened.   
 
If ontological security is intact individuals possess answers to existential questions  
and are able to cope with risk and certain levels of anxiety. When ontological security 
is threatened through excessively high levels of anxiety, the individual is forced to 
confront existential issues head on. This occurs at 'fateful moment' in our life 
(Giddens 1991a). My first day at school was an example of such a ‘fateful moment’ 
and I was able to find a way to restore my basic security system through linking the 
new to the old, the strange to the familiar. If an individual is unable to move on 
through such ‘fateful moments’ ontological security and thus self identity is 
challenged. 
 
The ontologically secure person is able to confront existential questions and answer 
them (Giddens 1991a). In a techno/scientific 'hyper rational' world, these questions, 
don’t fit and are often pushed to the side. They are sequestered, or shut away 
(Giddens 1991a). Ways of bringing existential questions to the forefront of discussion 
in the classroom need to be found. Questions such as ‘Who am I?’ ‘Why am I here?’ 
‘How can I best live my life?’ Questions that are asked at ‘fateful moments’ in our 
lives. Such questions need to be discussed in the classroom to provide a basis for an 
understanding of change and for comprehending the place of the individual and the 
collectivity in ‘new times’. Answering such questions is a way of providing the 
conditions through which the repressed may return and ontological security and self 
identity are maintained (Giddens 1991a).    
 
This direct confrontation of existential questions is called by Giddens (1991a) ‘life 
politics’. ‘Life politics’ are about life style (Giddens 1991a); they are about 
confronting the issues related to how we should live in the world. They are about 
ethics and social justice issues. Questions related to the environment and the sanctity 
of life are relevant here. Examples of the latter include debates about invitro 
fertilization and euthanasia. They are about: “political issues which flow from 
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processes of self-actualisation in post-traditional contexts, where globalising 
influences intrude deeply into the reflexive project of the self, and conversely where 
processes of self-realisation influence global strategies” (Giddens 1991a, p.214). ‘Life 
politics’ makes it possible for individuals to deal openly with existential issues that 
are thrown up by the continual processes of change in ‘new times’. The repressed is 
thus foregrounded and ontological security is preserved 
  
This section has discussed the problem of change. The focus has been on how the 
individual and the collectively are able to confront change in ‘new times’. It has 
focussed especially on how an understanding of issues such as risk, anxiety and 
security is crucial to any understanding of, and coping with, change. The next section 
turns to the way education especially schools are shaped in this rapidly changing 
world. 
  
3.3 Schools in  ‘New Times’  
 
Education in Australia today, has: "been caught in the grip of the techno/scientific 
myth" (Fitzclarence 1992, p.6). The push, in the 1980s and the early to mid 1990s, by 
successive Labor Governments led by Bob Hawke and Paul Keating for a ‘clever 
country’ has given expression to this. Barry Jones (1995), who in the mid 1990s was 
Federal President of the ALP (Australian Labor Party), is closely associated with the 
push for the ‘clever country’. Schools as one of the providers of education are being 
caught up in this push. They are increasingly expected to provide education and 
training responsive to the changing global scene and to, in part, provide answers to 
the issues globalisation is raising. In terms of a relationship between these moves and 
school curriculum Lundgren (1984) proposed two meta-theoretical positions from 
which curriculum theories could develop and be analysed. The first relates to the 
labour market and could be termed an economic theory and the second relates to 
cultural reproduction thus termed a social theory. This section will consider schools 
and curriculum in ‘new times’ from both the economic and the social angle. 
Discussion will begin with a review of positions in relation to the rise of the market 
and the implications this has for schools. This will be followed by a discussion of the 
positions presented in the literature about the formation of student identity and what 
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implications this has for contemporary schools. Finally this section discusses a 
number of ways curriculum can be theorised. 
  
3.3.1 The Rise of the ‘Market’ 
 
Increasingly schools are being linked to the market and being encouraged to be 
creators of value (Hinkson 1997) for the market. To define what is meant by the 
market is not easy. It has: "extremely flexible and imprecise usage…a range of 
processes and practices... which are rather different in character" (Kenway with 
Bigum, Fitzclarence  & Croker 1993, p.2). The rise of the market, is synonymous with 
economic rationalist tendencies in governments. Economic rationalism: “creates and 
itself depends upon a hyper-objectification of the market and market processes 
and...goes hand in hand with an uncoupling of the economic and socio-cultural 
contexts and premises of state action (Pusey 1991, p.17, original emphasis). What has 
happened is that: "The tail that is the economy wags the dog that is society" (Pusey 
1991, p.10). What this means is that society comes under increasing pressure to serve 
the economy rather than the economy serving society. This view is supported by Cox 
(1995) who identifies four major capital measures, finance, physical, human and 
social. It is the first of these, finance capital, which is currently dominating (Cox 
1995). 
 
To develop an understanding of the rise of the ‘market’ in schools and the 
implications this has on questions of social justice it is necessary to first consider the 
broader picture. This broader picture focuses on changes which have occurred at a 
global level, the emerging global market. The revolution in telecommunications and 
the emergence of desk top computing which has occurred in the last 30 years, has had 
a profound impact on the way financial markets now operate (Rundle 1995). Financial 
markets are no longer tied to the nation state but are global in nature. Australia is now 
a part of a ‘global economy’. A number of authors including Harvey (1989), 
Aronowitz (1990a, 1990b), Lash and Urry (1987) and Giddens (1990) have addressed 
the changing economic situation of the world in relation to capitalism. Although 
major differences can be detected in their work they all agree that a dramatic shift has 
indeed occurred. This shift has been given many names including 'flexible 
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accumulation' (Harvey 1989) and 'disorganised capitalism' (Lash and Urry 1987). 
Whatever the title a dramatic shift resulting in an increasingly globalised economy 
has occurred.  
 
One of the results of this shift to a global economy has been massive restructuring of 
industry. This process of restructuring of the economy, along with the restructuring of 
politics has become known as economic rationalism (Hinkson 1993a). Restructuring 
in Australian since the beginning of the 1980s related to productive, financial, labour 
and regulatory processes and it needs to be understood as part of the emergence of the 
global economy (Fagan & Bryan 1991). Restructuring has played a key role in 
bringing about an increase in social inequality in Australia in the 1990s (Fagan & 
Bryan 1991). The four restructuring processes listed above will be used here as a 
framework for discussing issues related to restructuring.   
 
In terms of production, there have been dramatic changes in where industries are 
located and in what industries are producing. Shifts in the location of industries have 
been both within countries and on a global scale. These shifts have a disorganising 
effect on capitalism (Lash & Urry 1987). Manufacturing industries have moved 
initially from inner city locations to suburban locations. They have also been 
relocated to different areas of the nation-state or in many cases to Third Word 
countries. This process has not occurred simultaneously around the global (Lash & 
Urry 1987). These 'disorganising' trends were first evident in the United States before 
the Second World War and are now evident in most industrialised countries. The 
timing is tied to the way the country developed as an 'organised' capitalist nation-state 
(Lash & Urry 1987)    
 
Giddens (1990) describes the shift towards a global economy as a: 
 
…worldwide distribution of production, including the deindustrialisation of 
some regions in the developed countries and the emergence of the 'Newly 
Industrialising Countries' in the Third World. It has also undoubtedly served 
to reduce the internal economic hegemony of many  states, particularly 
those with a high level of industrialisation. It is more difficult for the 
capitalist countries to manage their economies than formerly was the case, 
given accelerating global economic interdependence. This is almost certainly 
one of the major reasons for the declining impact of Keynesian economic 
policies, as applied at the level of the national economy, in current times.  
(p.76) 
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This view asserts that it is becoming increasingly difficult for nation-states to control 
their economies. The certainties associated with Keynesian economics, no longer 
have an impact (Hinkson) and the principle of the welfare state is challenged (Harvey 
1989). In place of this is a model of market driven logic. This move away from the 
welfare state to a market driven economy has implications in relation to social 
inequality, and thus social justice. 
  
Financial restructuring (Fagan & Bryan 1991) is central to the globalisation of the 
economy. Finance today is truly international in nature with the ‘communications 
revolution’ aiding in the movement of money throughout the world (Harvey 1989). 
This internationalisation of financial markets has reduced the capacities of nation-
states to control fiscal and monetary policy (Harvey 1989).  Many countries have 
been able to do little more than encourage the globalisation of the financial markets 
by deregulating finance at a national level. This occurred in Australia in the mid 
1980s (Pusy 1991). 
Restructuring of the labour market (Fagan & Bryan 1991) is related to the rise of the 
transnational corporation. The transnational corporation has brought with it changes 
in the productive process leading to dramatic shifts in labour market requirements. 
There has been a move away from extractive and manufacturing industry, resulting in 
a decline in the number of blue collar workers (Lash and Urry 1987; Giddens 1990; 
Harvey 1989). In the Australian context, percentages of people employed in 
agriculture and the manufacturing industry have fallen dramatically since the 1960s, 
whereas the percentage employed in the service industry has grown dramatically 
(Barlow 1991). Western economies, due to a shift from ‘rust bucket’ to ‘sunrise’ high 
tech industries (Hinkson, 1991), have seen  increased employment of the 
‘intellectually trained’ (Fitzclarence & Kenway 1993). This has resulted in the rise of 
credentialism and individualistic forms of competition. This rise in forms of 
individualistic competition is responsible for the depletion of social capital (Cox 
1995). Social capital is the ‘glue’ which binds a society together, it is the interaction 
processes between people, networks, norms and social trust (Cox 1995). The 
depletion of social capital results in thinking  that: "I can improve the relative life 
chances of me and mine by diminishing the chances for you and yours." (Davidson 
1994, p.9). 
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The rise of the ‘intellectually trained’ is allied to what Giddens (1990 & 1991a) refers 
to as the  importance of ‘expert systems’ in our lives today. These systems of 
technical accomplishment or professional expertise organise our material and social 
lives. We may, personally, only consult with a doctor or lawyer infrequently but the 
systems within which this knowledge is integrated have ongoing effects on our lives. 
Being a teacher in a school  involves a number of  expert systems. The most obvious 
is education but the design and construction of the buildings within which I work is  
another expert system involved. Students and parents ‘trust’ the education system to 
educate and the buildings to remain standing. ‘Trust’ is crucial to being able to ‘go 
on’ in the world. 
 
The numbers employed in certain industries has fallen and there has been huge shifts 
in employment conditions. Businesses are now employing only a small core of 
managerial staff on a permanent full time basis. An increasing number of workers are 
either casual and/or part time. The increase of outworkers, often women with low 
wages and poor conditions is a further phenomenon, as is the increasing numbers of 
people working in family businesses (Harvey 1989; Fagan & Bryan 199I; Barlow 
1991). The ‘sunrise’ industries emerging in the wake of the demise of the ‘rust 
bucket’ industries are: "much less significantly tied to place" (Hinkson 1991, p.19). It 
is easier for these industries to relocate as they rely more on information than on raw 
materials. Such a situation indicates the need for a flexible mobile workforce. A 
workforce that is not tied to place but one that can easily relocate to new areas of 
need. 
 
These new organisational dimensions of labour have undermined the organisation of 
the working class (Harvey 1989) and have contributed to the decreasing importance 
of the trade union movement. There is no place for trade union membership in a 
family business. In the Australian context the decreasing power of the unions can be 
directly tied to the deregulation of the labour market (Thomas 1991). Deregulation 
has resulted in ‘enterprise bargaining’ for wages and conditions, a process which can 
marginalise the trade union movement. Increasingly the trade union movement is only 
one in a number of special interest groups vying for members in ‘new times’. There 
has been an increase in the number of specific interest groups and social movements 
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including feminists, environmentalists and members of the peace movement 
(Aronowitz 1987/8; Giddens 1990). These new social movements don’t follow 
traditional class lines, upper, middle and lower class, but cut across such class lines. 
You may be a feminist and also be a member of the upper, middle or lower class. In 
short they are new forms of social organisation. Such a situation, taken in tandem 
with the changes in work practices and labour relations challenges the significance of 
trade unions as a focus for working class/lower class solidarity. 
 
Regulatory restructuring (Fagan & Bryan 1991) incorporates many of the issues   
discussed above including deregulation of the finance sector, and the labour market. It 
also relates to the push for free trade on a global basis. The lowering of tariffs and the 
abolition of subsidies to a number of industries such as the car industry and on 
agricultural products have resulted in significant restructuring within those industries. 
In the agricultural sector the increasing importance of agribusiness has been 
significant (Lawrence 1991).   
 
Restructuring of industry to meet the ‘needs’ of the corporations and industries of the 
emerging global market has significant implications for social justice. Restructuring 
on a global scale has created a: “new wealthy class with its distinctive consumption 
patterns which creates a large pool of low-wage work. This is a shocking thought: that  
the richest parts of the First World are now creating the conditions for the 
development of the Third World within the same cities” (Probert 1993, p.21). This 
points to the development of a permanent underclass who do not have access to 
resources and thus satisfaction (Mackay 1993; Rundle 1992; Hinkson 1993b). This, in 
turn, is suggestive of a society in which issues of social justice become of extreme 
importance, but the reality is very different. The literature shows that in ‘new times’ 
the market rules and little room is left for the alleviation of inequality. The 
revolutionary changes which have accompanied the emergence of the global market 
are underpinned by the ideals of liberal democracy. This has fuelled the ethos of 
individualism. Bureaucratic individualism is how A. MacIntyre (1985) puts it. The 
result is a society which increasingly focuses on individual needs as opposed to the 
greater social good. The social capital of society is being eroded (Cox 1995).    
 
 
 68
The emergence of the global market has also had implications for the position of the 
nation-state (Probert 1993; James 1994/5): "the nation-state is alive but by no means 
well" (Aronowitz 1987/8, p.47). While the nation-state will survive, it will be caught 
between the local and the global (James 1994/5). Recent changes have eaten away at 
the taken-for-granted belief about the role of the state (Hinkson 1991). For Pusey 
(1991) "the 'crisis of the state' has...turned out to be a 'crisis of society'." (p.19) it 
would seem that not only the nation-state but society itself is threatened by its: 
"economic steering mechanisms" (Pusey 1991, p.19). Margaret Thatcher, an ardent 
follower of New Right policies, went so far as to say that there is ‘no such thing as 
society’ (Giddens 1994; Cox 1995; Sharp 1997a). Rather it is the individual and 
individual markets which takes precedence in ‘new times’. Needless to say Cox 
(1995) believes this statement shows that Thatcher and others of the New Right that 
endorse her sentiments have completely ‘lost the plot’. 
 
The development of the global market, has not led to a similar globalisation of 
politics. While economic control has largely been lost to nation-states, political 
control has not been internationalised (Harvey 1989). The rise of the transnational 
corporation, has seen old economic loyalties to nation-state fall apart (Aronowitz, 
1987/8). Today corporations establish branches in countries based more on what they 
can gain, in an economic sense, than from any loyalty to the country. While the state 
has seen its capacity for ‘controlling’ the economy diminishing it has also, through 
‘privatisation’, relinquished some of its traditional functions. This path can be traced 
to the rise of the New Right and its call for small government (Dudley & Vidovich 
1995). The rise in the influence of ‘markets’ has seen a complementary shift in 
government administration with: 
 
…the ascendancy of corporate managerialism as the model for the 
administration of education and of the public sector generally. Managerialism 
is the reification in the practices of administration of the rationality of 'the 
market'. The traditional values of civic virtue and public service and the 
substantive expertise of the professional have little place in this model of 
public administration - the discourse of efficiency and the joint sovereignty of 
the economy and the market legitimate managerialist forms of organisation 
and practices...via adopting the economic rationality and practices of 
corporate management, the public sector has been reformed into a provider of 
services to consumers rather than citizens, in a manner comparable to the 
private sector. (Dudley & Vidovich 1995, p.6) 
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This position is supported, by Pusey (1991). It can be seen in the key words currently 
being used in education including; action plans, mission statements, performance 
indicators and education markets (Kenway with Bigum, Fitzclarence & Croker 1993), 
words and related concepts more attuned to the market than education.    
 
As a result of policy directions such as deregulation and privatisation there has been a 
reduction in the revenue the ‘state’ is able to collect and austerity becomes a necessity 
(Aronowitz, 1987/8). There is increasing resistance to higher taxes to meet social 
needs resulting in the increasing diminution of state provided services. The trend is 
for welfare provision to be placed in the hands of private agencies such as churches. 
This at a time when these organisations are under most stress with high levels of 
unemployment and poverty (Hinkson 1991): “The parliamentary Left pledges to 
administer this austerity with a human face, while the Right pushes authoritarian 
measures that create wider income inequality. The major political forces promise 
neither social change nor economic affluence for the immense majority” (Aronowitz 
1987/8, p.48). This situation results in increasing pressures on those private agencies 
still providing welfare. 
  
‘New times’ has seen a shift towards conservativism in party politics in many nation-
states (Harvey 1989). This has resulted in a move to policies supporting the global 
market, policies generally associated with the New Right. In the Australian context 
the ALP, in the 1980s tried: 
 
…to manage the transition to a new, globally reconstructed economic order, 
and to ensure a share of the new global control functions for Australia (via, 
for example, the deregulation of banking and telecommunications, tariff 
reductions and so on), while at the same time trying to maintain he loyalty of 
its traditional working-class supporters, whose livelihoods are being 
devastated by the very same policies. (Probert 1993, p.21) 
 
Changes in party politics are also linked to the rise of  special interest groups and new 
social movements such as feminism and the environmental movement. Traditional 
allegiances to political parties no longer hold true; one can no longer say that the 
working class will vote Labor (Lash & Urry 1987). More than this, politics today 
would seem to have more to do with image than policy, resulting from the extensive 
use of the electronic media by politicians (Hinkson 1991). This results in a more 
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pragmatic style of politics where adherence to ideology becomes less of a 
commitment and more of a way to strengthen the appeal of a particular policy 
(Hinkson 1991).     
 
The emergence of high consequence risks, the possibility of ecological disaster and 
nuclear war (Giddens 1990) provide a further challenges to the nation-state. These 
risks are at a global level and the nation-state, in its present form, seems powerless, or 
at the very least unwilling, to make changes to minimise them. It is then within the 
environment of the ascendancy of the ‘market’ that schools must operate.   
 
3.3.2 Implications for Schools in ‘New Times’  
 
Education, is one of the key institutions of society designed to bridge the gap between 
generations. As such it is drawn into the changes which are marking ‘new times’. 
Indeed education and the market are being fused (Hinkson 1997). Schools are 
experiencing troubling times. One way of developing an understanding of what is 
occurring is through the triad education/markets/information (Kenway 1993). It 
would seem that this triad is reflected in two ways in education. Firstly, it can be seen 
in the way schools are being increasingly asked to serve the needs of the ‘market’ in 
terms of supplying a responsive labour force. Secondly, schools are being asked to 
behave like a ‘market’ themselves. These two aspects are by no means independent of 
each other: 
 
There is no longer any pretence of an organized, public-institutional 
mediation between education and economic production. From 'the school to 
work transition', to the redefinition of educational knowledge and, finally, the 
redefinition of the subject of schooling - the student - education is to be 
reorganized to both mirror restructured workplaces as organizations and to 
match them by a smoother flow and transfer of the product, from student to 
worker. New corporatism is simultaneously the vehicle and the expression of  
an increasingly elite-organized, mass-mobilized, national social movement to 
create a post-Fordist educational apparatus that will match the economic shift 
to 'post-industrialism', or, to a new regime of capital accumulation. (Wexler 
1993/4, p.178)  
 
In short schools must act like businesses while producing workers for the ‘market’. 
Australia must strive to become the ‘clever country’ (Jones 1995).  
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The restructuring is seen within education resulting in its ‘marketisation’ (Bates 1994; 
Dudley & Vidovich 1995). This is reflected in some of the key words used in 
education in the 1990s:   
  
Efficiency, effectiveness, international competitiveness, education for work, 
retention, retraining, key competencies, national curriculum, national profiles, 
restructuring, devolution, action plans, mission statements, frameworks, 
performance indicators, program budgets, education markets and education 
exports. (Kenway with Bigum, Fitzclarence & Croker 1993, p.1)    
 
This suggests not only the ‘marketisation’ of education but that current trends are  
decentralising through the devolution of financial responsibility, while also 
centralising; through the use of national curriculum. Governments want schools to 
handle the day to day financial management, while they, governments, establish 
tighter controls over curriculum.   
 
Preparation for the labour force has long been a function of education and it remains 
so today. There are, however, subtle, yet significant, differences in the expectations 
held for this function today. As Kenway with Bigum, Fitzclarence and Croker (1993) 
state:  
 
…education is expected to service the national and international market 
economy....by preparing students for particular sectors of the labour market... 
knowledge is to be regarded as an investment  which 'pays off' for individuals 
in a job, for industry in a better trained labour force and for the nation in 
economic growth. (p.2) 
 
In short, education is expected to solve the economic problems of the nation. As we 
saw above there is increasingly a centralising agenda being implemented in terms of 
curriculum. This curriculum is of a specific type; it is one that responds to the 
demands of industry. The emphasis in schools, universities, and technical institutions 
such as TAFE (Technical and Further Education) is increasingly on the 
techno/scientific, the intellectual (Hinkson 1997). For example, success in 
mathematics and science is promoted as necessary for future success in the labour 
market. This would seem to be an inadequate and restrictive curriculum (Fitzclarence 
1992). Such a policy was flagged by the Australian Government as early as July of 
1987 when it created a number of mega departments including DEET (Department of 
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Education Employment and Training) linking education employment and training at 
an administrative level (Pusey 1991). 
 
As in other areas of society competitive self interest holds sway. What is seen is an 
increase in credentialism and industry developing even closer links with education. At 
one level the restructuring of education is about: "rearranging our values with regard 
to knowledge" (Fitzclarence & Kenway 1993, p.102) and that rearrangement sees 
technical and scientific knowledge with increased status. At another level, however, 
restructuring has been about: "expansion and improvement at the same time as 
containing costs" (Fitzclarence & Kenway 1993, p.102). 
 
While schools have increasingly been called on to meet the needs of the labour 
market, they have also been called on to act in a more market oriented way. It is clear 
that: "institutional education is becoming an economic market" (Marginson 1995, 
p.294). The notion of corporate managerialism filters down through administration to 
the level of the individual school (Dudley & Vidovich 1995). 
 
Responsibility for the management of shrinking, state funded, educational budgets 
now rests increasingly with schools themselves. These shrinking budgets, and the 
‘devolution’ of financial responsibility to the schools, coincides with an increasing 
involvement of private companies in funding for schools. This trend is leading to 
what Smyth (1993) terms the 'entrepreneurial school', whereby schools will have to 
promote and sell themselves to raise extra funds to prevent bankruptcy. Research by 
Collier, Kenway and Tregenza with Bigum and Fitzclarence (1994) into educational 
marketing behaviour showed that schools are: "getting into the promotion game" 
(p.22) through such things as sponsored letterheads and newsletters, networking with 
local power brokers, developing marketing plans, and establishing sponsorship/fund 
raising committees. Schools are: "increasingly becoming sites for commercial profit" 
(Collier, Kenway & Tregenza with Bigum & Fitzclarence 1994, p.23). This is 
occurring through such things as competitions, with prizes for the school, and the 
students. An example of this was the Coles ‘Apples for Students’ promotion. In this 
promotion the school community was encouraged to shop at Coles stores and to 
collect their dockets. When a certain amount of money had been spent, and dockets 
collected, the school was given a Apple MacIntosh computer. This targeting by Coles 
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of computers is an example of the education/market/information triad. It occurred at a 
time when there was a great deal of hype about the introduction of computers to 
schools and computer companies were vying for a share of the educational computer 
market (Kenway 1993). Other schemes include schools selling products on behalf of a 
company and receiving a commission. As a result education is being redefined as a 
commodity, and students are developing a consumer identity in the classroom 
(Kenway 1993). As more schools become adept at raising funds, the easier it will 
become for the state to reduce its levels of funding to schools. The cost will be 
increasingly met by the private sector so we see a form of privatisation of education 
occurring (Kenway 1993).   
 
Schools are increasingly having to operate in a competitive market fashion to attract 
students. In short they are having to get into the business of promoting themselves. 
An example of this is the Methodist Ladies College in Melbourne promoting itself in 
the education market as being at the forefront of education through their use of 
computers, every student has a lap top (Kenway 1993). This is a private college but 
there are also examples from the public school system such as technology high 
schools in New South Wales (Kenway, 1993). 
 
Within such a climate the role of the state, in relation to public schooling, will be 
largely to do with accountability in relation to financial and curriculum matters 
(Smyth 1993). The state will maintain the control of curriculum and through the 
measurement of outcomes, ensure a separation between those who make policy from 
those who implement it at the classroom level (Smyth 1993). A centralising and 
decentralising agenda is in operation; centralising the curriculum while decentralising 
issues related to the management of money. In terms of the money, schools receive 
less and less and are forced into a situation where they must raise funds where ever 
they can (Kenway 1993).  
  
There are clear implications here for social justice as it would seem in such a 
competitive market environment, those schools that most need the money will be in 
the weakest position to obtain it. The 'Matthew Effect' (a reference to the teachings of 
the apostle Matthew in the New Testament of the Bible) will take hold in that 'the rich 
will get richer and the poor will get poorer'. Such a position is supported by Mackay 
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(1993) who uses the term ‘divided by the dollar’ to emphasise the widening gap 
between rich and poor in Australia: “Caught in the crossfire will be children, 
especially those unfortunate enough to be born to poorer parents” (Hartley quoted in 
Smyth 1993, p.7). This could result in the state school system catering largely for 
those who can't afford private education (Kenway with Bigum, Fitzclarence & Croker 
1993).      
 
If this is viewed in terms of the triad of education/markets/information (Kenway 
1993),  one can see how schools in the less affluent areas do not fare as well as their 
more affluent counterparts. For example, they will not attract the sponsorship and thus 
their budgets will continue to shrink and the students will be less likely to gain access 
to the information technologies, technologies which are expensive to fund. Students in 
less affluent schools will not have access to a curriculum which best meets labour 
market needs in ‘new times’. 
3.3.3 The Student in ‘New Times’ 
 
The techno/science revolution has resulted in changes in the way we work and what 
we work at. The capacity to associate with others in technologically extended ways 
and the rise of image as commodity are just some of the features of ‘new times’.  This 
has led to a dramatic reworking of the relationship of time and space: 
 
Transformations in self-identity and globalisation... are the two poles of the 
dialectic of the local and the global in conditions of high modernity. Changes 
in intimate aspects of personal life, in other words, are directly tied to the 
establishment of social connections of very wide scope. I do not mean to 
deny the existence of many kinds of more intermediate connections - 
between, for example, localities and state organisations. But the level of time-
space distanciation introduced by high modernity is so extensive that, for the 
first time in human history, 'self' and 'society' are interrelated in a global 
milieu. (Giddens 1991a, p.32) 
 
Processes of socialisation, which I use in this thesis to mean, ‘how we should go on, 
act, in the world’, along with the formation of self identity have changed, becoming a 
highly technologised process (Green 1993). Consideration of the impact of such 
changes focuses on the second meta-theoretical position from which curriculum 
theory can arise, the social (Lundgren 1984).  
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With the communications revolution new mechanisms of social integration have 
emerged (Hinkson 1991). Education, along with institutions such as the church and 
the family, are now overshadowed as means of social integration by the media. The 
electronic media: "take hold of the everyday with enormous power" (Hinkson 1991, 
p.22). This, along with the domination of the market, results in the emergence of a 
‘consumer culture’ one which has implications for the formation of  identity, an 
identity formed less by location and more by consumption (Kenway 1993). We are 
"increasingly constituted as a self which takes the culture of consumption for granted" 
(Hinkson 1991, p.22, original emphasis). 
 
Identity formation increasingly takes place through technologically extended means 
(Sharp 1993). The electronic media are not ‘burdened’ by print as the education 
system is; rather they rely on the power of the image. As "image takes on the role of 
simulated other in that formation process whereby the person internalises the other" 
(Hinkson 1991, p.22), personal identity grounded in the continuity of direct, face to 
face, relations is weakened and a less predictable self emerges (Hinkson, 1991). 
Reflexivity is also an important characteristic of the self in ‘new times’ (Giddens 
1991a). Reflexivity is an intellectual process related to the: "monitored character of 
the ongoing flow of social life" (Giddens 1984, p.3). This refers to the way people 
regularly  use knowledge about themselves and social circumstances to not only guide 
their lives but to also change their circumstances. Reflexivity  involves the notions of 
lifestyle and life planning both of which are closely connected to the ‘colonisation of 
the future’ (Giddens 1991a). This is very much a part of the emerging self identity, it 
is impossible to opt out of making choices as regards life's course (Giddens 1991a). 
Emphasis is also placed on the part played by both trust and risk in the formation of 
the self-identity. Personal meaninglessness is a fundamental psychic problem 
(Giddens 1991a) in ‘new times’. It sees the individual as living in a situation of  
'existential isolation', an isolation brought on not so much by separation from others, 
but separation from the moral resources needed to sustain a full and satisfying life 
(Giddens 1991a). These issues relate directly to coping with social change. 
 
How then is student identity to be viewed? Are we encountering a student in our 
schools whose identity is radically different? While by no means conclusive, some 
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recent work suggests that we are. The student of today has been born into and lives in 
a world where technology has become a part of everyday life. Technology has been 
normalised. One result of this normalisation of technology is the rise of media culture 
(Green & Bigum 1993). It was suggested above that such changes have implications 
for identity formation. If this is to be accepted, and I do accept it, it provides support 
for the position that students in ‘new times’ are different from those of previous 
generations. The ‘aliens in the classroom’ thesis of Green and Bigum (1993) is an 
example of such a position. It suggests the emergence of: “a new type of student, with 
new needs and new capacities” (Green & Bigum 1993, p.119). This raises new 
dilemmas for teachers in dealing with ‘new’ students (Smith, Curtin & Newman 
1995). It also suggests that new ways of  theorising the curriculum will be necessary. 
 
3.3.4 Curriculum Theory 
 
According to Kemmis with Fitzclarence (1986), quoting Hamilton, the word 
curriculum was first used  in the English speaking world in 1633. Since then it has 
been defined in a myriad of ways. It could be seen as: “an attempt to communicate the 
essential principles of an educational proposal in such a form that it is open to critical 
scrutiny and capable of successful translation into practice” (Stenhouse quoted in 
Kemmis with Fitzclarence 1986, p.21). Other definitions see curriculum as a plan of 
work for the year, a syllabus, or as a series of learning outcomes.  
 
To come to some understanding of curriculum in ‘new times’ one must turn to 
curriculum theory. Hamilton (quoted in Kemmis with Fitzclarence 1986) defines  
curriculum theories as social theories and adds that: “the central problem of 
curriculum theory is to be understood, as a double problem of the relationship 
between theory and practice, on the one hand, and of the relationship between 
education and society, on the other” (p.22). With this in mind I will consider here 
three such theories: 
 
Consideration will be given to the theoretical work of Ulf Lundgren (1984, 1991),    
Luke and Luke (1990) and Kemmis (1992). Lundgren and Luke and Luke have quite 
divergent meta-theoretical perspectives. Lundgren (1984, 1991) draws on classical 
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and post-classical social theory, while Luke and Luke (1990) draw from a post-
structuralist/post modernist perspective. Although these are contradictory theoretical 
positions both have something to offer in relation to this study and as Luke and Luke 
(1990) suggest there are: "potential points of convergence between postmodernism 
and a critical sociology of education" (p 75). The theoretical perspective of  Kemmis 
(1992)  draws on the work of the neo-Marxist Fredric Jameson (1984) who tends 
towards a postmodern view. Kemmis also acknowledges the importance of some of 
the points made by Lundgren.   
 
According to Lundgren (1984) socialisation and education are interconnected and 
curriculum texts are produced to solve a 'representation problem'. This ‘problem’ 
occurs when the social context of production is separated from the social context of 
reproduction as in the case in schooling:    
…basically the concept of curriculum covers the texts produced to solve the 
representational problem.This means that a curriculum is. 
1 A selection of contents and goals for social reproduction; i.e., a selection of 
what knowledge and skills are to be transmitted by education. 
2 An organisation of knowledge and skills. 
3 An indication of methods concerning how the selected contents are to be 
taught; to be sequenced and controlled, for example. 
Thus a curriculum includes a set of principles of the way in which knowledge 
and skills are to be selected, organised and transmitted (Lundgren 1984, p.12) 
 
In coming to an understanding of curriculum today Lundgren believes it is necessary 
to look at it from an historical perspective.   
 
In the history of pedagogy there have been five major periods (Lundgren 1991). The 
first up until the nineteenth century he calls the 'formative period'; this was followed  
by the 'mass schooling period' which was related to the beginnings of 
industrialisation. The third period from the beginning of this century to the end of the 
Second World War he calls the 'pragmatic period' which was followed by the 
'expansionist period' lasting until the beginning of the 1970s. We are currently in the 
'revocational period' one characterised by the slowing down of educational expansion 
(Lundgren 1991).   
 
Within each of these periods, curriculum codes developed to address the 
'representation problem'. These codes: "are to be seen as a set of basic principles 
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according to which curriculum is developed" (Lundgren 1991, p.34). It was during the 
'formative period' that curriculum codes had their birth embodied first in the Classical 
Code, developed in Greece and Rome. This code then incorporated the ideas of the 
early church, and the Realistic Code was founded. The latter of these codes grew out 
of the development of the natural sciences and out of changes in the economic and 
cultural structures in the world. It was at this early stage that education was first seen 
as a science (Lundgren 1991). The period of mass schooling emerging out of the 
changes associated with wholesale industrialisation gave rise to the Moral Code. The 
aim of the Moral Code being to meet attacks on the existing social order through 
compulsory mass education (Lundgren 1991). 
 
At the beginning of the twentieth century, the 'pragmatic period', saw the rise of the 
Rational Curriculum Code. This code was guided by notions of individualism, 
pragmatism and rationalism. Psychology played a pivotal role in the development of 
pedagogy here. It was the era of John Dewey and the progressives. New subjects 
developed and education moved from having a general reproductive function to 
having a function in qualifying people and in sorting them. Rational, scientific 
principles, teacher proof materials and the theory of the behaviourists predominated. 
Today’s curriculum code Lundgren (1991) defines as the Invisible Code, a code 
where we see innovations such as remedial teaching and compensatory programs. It 
also sees a sharp demarcation between those who develop curriculum and those who 
implement it. The issue of social extension (Sharp 1983) through technology is also 
relevant here as curriculum can now be developed on a global basis. A curriculum 
developed in England, for example, can be used in a country town in Australia. This 
is somewhat like the river being used by people who live far from its banks, it is about 
interconnectedness.     
 
“School knowledge is the ensemble of competences and knowledges putatively 
achieved through school texts and classroom discourse” (Luke & Luke 1990, p.75). 
From this working position 'school knowledge' can be re-examined in terms of the 
postmodern and in terms of the rational meta-narratives. For Luke and Luke (1990) 
educational discourse can be read as a series of signs. Texts are meta-narratives that 
embody symbolic representations of the 'real' and consider; the child, development, 
cognition, pedagogy etc. Texts can be read synchronically, across texts from the 
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academic article through to the student worksheet. Texts can also be read 
diachronically, through time. 
 
This is a very different theoretical approach to the history of curriculum from that of 
Lundgren (1991). The work of the post modernist Jean Baudrillard has been drawn on 
by Luke and Luke (1990), especially his four historical phases of the sign. These 
phases are: the reflection of basic reality, the masking and perverting of basic reality, 
masking the absence of basic reality, and finally it “bears no relation to any reality 
whatever: it is its own pure simulacra” (Luke & Luke 1990, p.80). This position sees 
schooling as a "concentric collection of codes and symbols" (Luke & Luke 1990, 
p.97). Curriculum is thus mapped diachronically in the following way. The first stage 
relates to the first historical phase and sees education embodying all that is real and 
true having been pre-ordained in the Scriptures. The second stage saw the 
displacement of the knowledge and truth of the Scriptures with the secular knowledge 
and truth of science. The third stage dates from the emergence of industrialisation and 
relates closely to theories of modernity: "the self as knowing subject and object of 
knowledge" (Luke & Luke 1990, p.81); this can be seen in the trends of 
'progressivism'. One can see here some similarity to the codes outlined by Lundgren. 
The fourth and final stage is when many school practices bear no relationship to the 
everyday. Luke and Luke (1990) give as an example reading practices and it is 
possible to see relationships to what Lundgren (1991) calls the 'recitation pattern'. The 
final two stages currently co-exist in education (Luke & Luke 1990). 
 
Kemmis (1992) believes that the time has come for a new way of theorising   
education/curriculum that challenges and takes into consideration both modernist 
and postmodernist perspectives. The 'representation problem' outlined by Lundgren 
(1984) remains but needs to be theorised differently. The development of curriculum 
theories that will establish a: "critical resistance to certain aspects of contemporary, 
postmodern culture." (Kemmis 1992, p.32) are needed. This is an urgent need 
considering the increasing difficulty in: "distinguishing what schools can and should 
teach from what...private providers can offer" (Kemmis 1992, p.22.). Kemmis puts 
forward the idea that one way in which this may be possible is via the adoption of 
what Fredric Jameson calls 'cognitive mapping' or in Kemmis' (1992)  terms 'cultural 
maps'. The aim would not just be to represent the world but also to be in a position to 
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take action to change it. Kemmis (1992) believes this is particularly important in 
terms of the proliferation of media images whose control is largely in the hands of a 
very few extremely powerful people. In short Kemmis (1992) is calling for a new 
from of  'critical resistance' in curriculum, one which encourages an understanding of 
the contemporary world, while also opening spaces in which to challenge it.    
 
The aim of this section has been to present a picture of schools in ‘new times’. This 
has been done through discussions of the school within its wider social context. By 
doing this it has been acknowledged that schools are institutions of society and as 
such reflect that society’s cultural context. This provides the setting in which issues of 
social justice in education are played out and it is to this issue that I now turn. 
3.4 Social Justice   
 
“A theory of justice needs to concern itself with all members of society, not just the 
poor, and should seek to ensure that nobody is done down, and everyone can dwell in 
peace in society” (Lucas 1980, p.188). This suggests the importance of addressing 
issues of inequality a position which is supported by Daniel Bell (Phillips 1979) who 
sees the reduction of inequality as the central value problem of the post-industrial 
society. The strategic and theoretical problem with such an assertion is that this is a 
time when there are many rival conceptions of justice informing the lives of many 
rival groups  (MacIntyre, A. 1985). These rival conceptions of justice are used by 
groups to meet their own needs. This results in a pluralist political agenda which 
conceals the depth of these conflicts (MacIntyre, A. 1985). This position, of rival 
conceptions of justice, is supported by Miller (1976), who asserts that there is no one 
principle of justice in society today. There are in fact conflicting interpretations. 
These varying interpretations can be seen in: “three principles: to each according to 
his rights; to each according to his deserts; to each according to his needs” (Miller 
1976, p.27). 
 
How then are the conflicts that arise in relation to the various principles of justice 
resolved in the theories of justice that have been developed in recent years?  Justice:   
"is the first virtue of social institutions" (Rawls 1971, p.3) and as such justice is a 
concept that needs to be considered in relation to education, especially schools, as an 
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institution. Miller (1976) makes the point that the concept of justice has two distinct 
sub divisions namely legal justice and social justice. Legal justice is about the 
enforcement of laws through compensation for injury and through punishment (Miller 
1976). Social justice is related to the distribution of benefits and burdens in society 
(Miller 1976). Conflict is implicit in the notion of social justice because any attempt 
to redistribute resources is bound to be coercive (Norman, 1987).   
 
A. MacIntyre (1985, 1988), a moral philosopher, has written extensively on issues 
related to the concept of justice.  He maintains that the possibility of giving a 
definitive answer to the question of what justice is, is not promising because of the 
divisions, conflicts and rivalries between theories of justice. Some theories are based 
on a conception of justice which extols human rights, others are based on the notion 
of a social contract, while some adhere to a utilitarian conception (MacIntyre 1988). 
What this means is that any discussion of issues relating to justice, in this case social 
justice, is one that can not reach a 'true' definition of the term. At best it can canvass 
the issues and point towards a tentative conclusion. The aim of this section is to 
consider various views of social justice and to look at what schools do in the name of 
social justice. 
 
3.4.1 Social Justice in  Education 
 
There are three key reasons why those associated with education in schools need to 
consider matters of social justice. Firstly, the education system is one of the largest 
state owned industries in any modern economy. Secondly, education is increasing in 
its importance. Finally, education is a ‘moral trade’ (Connell 1993). Further to this 
issues of social justice posed in relation to education centre around theories of 
distributive justice (Connell 1993) and notions of egalitarianism (MacIntyre, S. 1985). 
How then is social justice in education represented in the literature?  The following 
section offers a provisional answer to the question. 
 
The ALP was in power federally in Australia between 1983 and 1996. The Federal 
Labor Government's policy in relation to education and social justice can be closely 
aligned to its general economic policy. Policy discourses, of education (and training), 
 
 82
became integral to the economic future of the country (Fitzclarence & Kenway 1993). 
The general policy claims assert that to be economically successful in the future 
Australia must become the 'clever country'. For the socially disempowered to achieve 
this they must be educated into the ranks of the ‘intellectually trained’ (Fitzclarence & 
Kenway 1993) and thus become suited to employment in internationally competitive, 
high tech industries. Such a policy direction would seem to indicate the ultimate in 
the ‘liberal tradition’ (MacIntyre 1988) of justice. Within education this means the 
encouragement of the (free) individual to work for the collective good of the country 
through individual achievement.  
 
One long standing Australian social justice in education program is the DSP. This is a 
Commonwealth funded program which supports schools where the students are 
disadvantaged by poverty. The DSP arose from the Karmel Committee Report of 
1973 commissioned by the reformist Labor Government of Gough Whitlam. This 
Report suggested that a program supplying special funding be set up to address the 
needs of schools where there were significant numbers of students disadvantaged by 
poverty (Connell, White & Johnston 1991). The DSP was established in 1974 within 
the Schools Commission (Connell, White & Johnston 1991). DSP Schools were to be 
designated via an index of disadvantage which identified the lowest 15% in terms of 
socio-economic disadvantage. The index is based on the number of students in a 
school who are dependents of people receiving social security benefits (Connell, 
White & Johnston 1991). These numbers may change substantially over time due to 
population shifts or changes in social security practices. The index is revised every 
three years which means that schools may come and go from the program every 
triennium. This has a negative impact on the effectiveness of a program aiming at 
producing long term effective change (Connell, White & Johnston 1991). 
 
During the 1970s DSP money was generally seen as a way of improving resources 
within the designated disadvantaged schools. This gradually changed during the 
1980s with schools looking to the funds to initiate curriculum change. The DSP is, 
essentially, a compensatory program, however, according to Connell, White and 
Johnston (1991), it differs from compensatory programs in other countries in two 
ways. Firstly, it centres on the school as the site of action rather than the individual 
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child. Secondly, it requires school communities to make decisions in relation to 
funding, based around the DSPs overall objectives. 
 
In 1987 a grant was made to Macquarie University to conduct a research project 
related to the DSP. The team which conducted this research was lead by the then 
Professor of Sociology, Bob Connell. As a result of the research, ten Reports were 
developed relating to various aspects of the DSP. The results of this research and the 
subsequent reports were published in the  book Running Twice as Hard: The 
Disadvantaged Schools Program in Australia (Connell, White & Johnston 1991). 
Connell, White and Johnston (1991) point out that a large number of highly 
innovative and successful practices in schools have developed and been sustained 
through the DSP. While there was no conclusive ‘test’ it would seem that those 
students disadvantaged by poverty were improving their academic outcomes 
(Connell, White & Johnston 1991). 
 
Two main levels of school practice were funded by the program. First were those that 
added to existing practice and secondly programs that looked to whole school 
curriculum change. It is the second of these that the researchers saw as the most 
valuable (Connell, White & Johnston 1991). The main areas of curriculum targeted by 
the DSP were literacy and numeracy and a great many innovative projects were seen 
in this area (Connell, White & Johnston 1991). The DSP also encouraged the 
inclusion of parents in the curriculum reform process: 
 
The DSP's procedures also have the capacity to involve parents in curriculum 
development. This is not easy to do beyond a superficial level, and it requires 
careful planning and support. But where it does occur it is central to the 
process of making the schools 'organic' to disadvantaged communities. We 
consider Program committees and schools should be encouraged to focus 
community participation practices on substantial curriculum issues. (Connell, 
White & Johnston 1991 p.268) 
  
The research showed that the DSP built up networks of teachers, consultants and 
parents. These networks had an understanding of, and expertise in, addressing the 
links between education and poverty. The problem, however, was that the expertise of 
these people was not shared systematically between networks, or with the wider 
educational community (Connell, White & Johnston 1991). The DSP was seen to be 
extremely valuable, however, the funds it made available to schools were too small. It 
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was only 2% - 3% of direct Commonwealth spending on schooling (Connell, White & 
Johnston 1991). 
 
3.4.2 Social Justice as Theory: Moral Philosophy 
 
Current educational practices in social justices have their meta-theoretical base in 
moral philosophy.  Distributive theories are often the ones underlying educational 
policy statements on social justice (Connell 1993). Such policies reflect notions of 
equality of opportunity and outcome through affirmative action and through the call 
for universal literacy (Connell 1993). The focus on access, participation and 
attainment seen in many current policy documents along with programs that are 
compensatory in nature are all based on redistribution of resources 
 
Distributive theories of justice often underlie educational policy statements on social 
justice (Connell 1993). As such two rival theories of justice, that have had 
prominence in the literature in recent years, both distributive in nature (Beauchamp & 
Bowle 1983) will be considered here. They are the theories of John Rawls (1971) and 
Robert Nozick (1974). These two theories, although both distributive in nature, are 
very different in the way they interpret the notion of distribution. Beauchamp and 
Bowle (1983) see the theory of Rawls as egalitarian and Nozick's as libertarian. 
 
The theory of justice developed by Rawls (1971) is a 'contractual theory' (Miller 
1976). It is about liberty, opportunity, income, wealth and self respect being 
distributed to the advantage of those least able to acquire them (Miller 1976). Rawls 
(1971) has presented this conception in the form of two principles. The first principle 
refers to the basic right of people to liberty; and freedom (Rawls 1971). This first 
principle has precedence, as only when it has been fulfilled can the second principle 
be addressed. The second principle relates to the overcoming of social and economic 
inequalities of the least advantaged and ensuring equality of opportunity (Rawls 
1971).  
 
There are two other significant elements of this theory which need to be considered. 
The first is the notion of the 'original position' which is: 
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…a hypothetical situation where men and women come together to form a 
social contract.  All of the actors in the original position are seen as 'rational', 
i.e. they will act entirely in their own self interest...they must choose 
principles of justice that will constitute a just society...people must choose 
their principles behind a 'veil of ignorance'. That is they are ignorant of the 
social positions they may actually occupy in the future.(Phillips 1979, p.88.)  
 
Rawls (1971) believes that from this position people will automatically choose his 
two principles. Another significant element of the Rawls’ (1971) theory is the 
'difference principle' The 'difference principle' states that people must accept 
restrictions on their natural gifts and talents with the aim of improving the situation 
for the worst-off in society. 
 
The literature levels a number of criticisms at the theory of Rawls. Phillips (1986) 
criticises it on three counts. Firstly, he is critical of the assertion by Rawls that people 
can distinguish between being morally right or morally wrong in their judgements. 
Phillips (1986) questions what will happen if people disagree about what is morally 
right and morally wrong? Whose position will prevail? Secondly, Phillips (1986) 
wonders whether people will, behind a 'veil of ignorance' in the 'original position', 
choose the same principles outlined by Rawls. How does Rawls know this? Finally, 
Phillips (1986) questions the fairness of the theory as he believes that it may result in 
some people's rights being violated. This last criticism would seem to bring forward 
the individual/society dualism. Who has precedence the individual rights or the 
collective good of society? There seems to be a contradiction between the two 
principles, the first being representative of  'justice as contract ' appealing to the  
interests of the individual, and the second  'justice as co-operation' related to the social 
collective (Norman 1987). This would seem according to A. MacIntyre (1985)to be a 
direct attempt to overcome: "a supposed opposition between individualism and 
collectivism," (p.34). The question remains as to whether this is possible. However, 
with the first principle, peoples basic right to liberty (Rawls 1971) having precedents 
one could assume that the individual rights prevail. 
 
Norman (1987) is also critical of the notion of a: "hypothetical original position 
characterised by a veil of ignorance" (p.68). He believes that it is: “questionable 
whether rational, self-interested individuals in the original position would choose 
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Rawls’ two principles” (p.67). Another criticism of the theory is that it concentrates 
exclusively on the least advantaged, the ‘underdog’ (Lucas 1980). This argument can 
be countered by pointing out that the first principle, relating to personal freedom for 
all, has precedence.  
 
Robert Nozick's (1974) theory of justice is generally referred to in the literature as an 
'entitlement theory'. It is developed around the notion of a minimalist state, one which 
is concerned only with such things as the protection of its citizens from force, theft 
and fraud etc. but has no role in coercing citizens to aid others (Phillips 1979). Such a 
minimalist state can be seen in ‘new times. There is, in Nozick's (1974) theory, no 
room for compulsory redistribution. This he views, along with any form of patterning, 
as unjust. Patterning means that a distribution varies along some natural dimension: 
"Distributions according to need, merit, work and so on are all patterned" (Phillips 
1979, p.92) and as such are unjust.  
 
Nozick's theory is chiefly concerned with justice over holdings  and is presented by 
way of three principles related to acquisition, transfer and rectification: 
 
1.  A person who acquires a holding in accordance with the principle of 
justice in acquisition is entitled to that holding. 
2.  A person who acquires a holding in accordance with the principle of 
justice in transfer, from someone else entitled to the holding. 
3.  No one is entitled to a holding except by (repeated) applications of 1 and 
2 (Beauchamp & Bowle 1983, pp.609-10). 
  
Inherent in the theory is the notion of rectification for past injustices but there is no a 
priori reason to expect that this principle will lead to a more equal distribution 
(Phillips 1979). 
 
Nozick also has his critics. He is seen as giving no clear justification for individual 
rights, where they come from or why they should be upheld; there is simply an 
assumption of the link between personal freedom and property rights (Phillips 1986). 
A question which must be asked in relation to Nozick’s theory is, what constitutes an 
original holding?  There is no articulated theory of property (Phillips 1986). The 
current debate in Australia over ‘Native Title’ and the challenge it poses to ‘Terra 
Nullius’ is closely related to the question of original holding. The emphasis on 
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individual freedom is exclusive in that it doesn't consider those whose initial life 
situation is disadvantaged (Phillips 1986). Natural gifts and talents, for example, are 
not seen as common property as they are by Rawls. The notion of rectification, and 
how it is to operate, has been seen as impractical  and having the potential to create 
more problems than it solves (Phillips 1979).  
   
Rawls’ theory would make little difference to the status quo in Western countries 
whereas Nozick's theory could in fact bring about increased economic inequality 
(Phillips 1979). This being the case neither theory would produce a more socially just 
society. Both theories are distributive and thus compensatory in nature. They argue: 
“that society is disfigured by inequalities of wealth, esteem, status, social recognition, 
and even safety and well-being. (Kemmis 1994, pp.6-7).   
 
A. MacIntyre (1985, 1988) has traced the history of justice from how it was 
conceived in pre-Homeric times through to the present day. Although each of the 
traditions of justice is distinct in its own way, MacIntyre (1988) shows how each 
incorporates ideas from previous traditions. There are, in his view, three distinct 
traditions in the history of justice, the earliest of these traditions was the Greek 
tradition, associated with Aristotle. This was followed by the Christian tradition 
associated with Aquinas and Augustine. This tradition was built on the Greek 
incorporating aspects of the Christian doctrine. The Scottish Enlightenment provided 
what MacIntyre (1988) sees as the third tradition of justice with the philosopher 
Hume being one of the important contributors. MacIntyre (1988) argues that our 
present day conceptions of justice are emerging as a fourth tradition, the liberal 
tradition. It would seem that these traditions of justice hold within them concepts 
relevant to both 'legal justice' and  'social justice' (Miller 1976). 
 
Important early contributions to the liberal tradition include people such as Kant, 
Jefferson and Mill. In the contemporary setting, Rawls and Nozick are among those 
acknowledged as contributing to the tradition (MacIntyre, A. 1985). The ‘liberal 
tradition’ is based around the emergence of the individual and the rise of emotivism. 
Emotivism as a doctrine states that all moral judgements are no more than expressions 
of preference (MacIntyre, A. 1995). Debates in the liberal tradition are often carried 
out in terms of the opposition between individualism and collectivism, between the 
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individual and society. About the rights of the individual to liberty or regulation 
through bureaucratic organisation. There is generally in modern societies an 
oscillation between the two and an emergence of a form of ‘bureaucratic 
individualism’ (MacIntyre, A. 1985) designed to limit self-interest. The tension 
between individual and collective 'rights' seen here is reflected in the 
individual/society dualism evident throughout this thesis. A. MacIntyre (1985) 
suggests a move beyond the distributive approach to justice taken by both Rawls and 
Nozick. He looks towards societal changes resulting in a renewed sense of 
community. A community where shared understandings of concepts such as virtue, 
desert and injustice are developed (MacIntyre, A. 1985). 
 
This section of the literature review has considered issues related to social justice.  It 
has considered policies and practices along with their theoretical and philosophical 
antecedents. The DSP, was considered as were two, contemporary, theories of justice, 
those of  Rawls and Nozick. The section concluded with a discussion of the historical 
traditions of justice as seen by moral philosopher A. MacIntyre (1985, 1988).  
 
3.5 Summary  
 
This chapter has presented some key points from a selection of the literature relevant 
to social justice in education in ‘new times’. The discussion has focussed on; social 
change, schools in ‘new times’ and social justice in education. A consistent theme of 
the chapter has been that in ‘new times’ both the individual and the collective find 
themselves caught up in profound change. The implication for social justice in 
schools and education generally is that it is constructed within the parameters of rapid 
change. This means that any research which is considering social justice must take 
into account the changes in society and the way they are played out within schools. 
This chapter has provided an overview of the ‘current state of play’ in relation to 
social justice in education. This has set the scene for the presentation of the data in 
Part 2.   
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PART 2 
DOMINANT AND MARGINAL CURRENTS 
IN SOCIAL JUSTICE  
 
Schools are one of society’s institutions that have been caught up in the changes 
which are associated with ‘new times’. In Australia an education system has been 
established on the basis of education being compulsory, free and secular. At one level 
these developments of 1872 can be seen as coercive and controlling. On the other 
hand they can be seen as enabling and reformist. Now more than 120 years later 
public education has undergone another restructure designed to effect new forms of 
reform, and aimed at developing a new form of nationhood. These policy 
developments have been issued under the general label of social justice and are linked 
to wider moves to restructure the economy so as to increase its competitiveness in the 
international arena. When social justice in education is the focus of research in ‘new 
times’ the following research questions need to be pursued: 
• What is meant by the label ‘social justice’? 
• How is social justice to be understood in contemporary terms? 
• Are there tensions between traditional and contemporary views of social 
justice? 
• How effective are policy developments in delivering social justice via 
education? 
• What difference do such policies make at the local level? 
 
In order to address the research issue and the questions it generates, consideration 
must be given to three points of a methodological triangle. At the first point we have 
the data, gathered through a critical case analysis of a country primary school and its 
surrounding community. At the second point of the triangle we have the work of 
Anthony Giddens as a methodological tool. At the third and final point of the triangle 
is the river, working as a metaphor for the continuities and changes we find in the 
data.   
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I am standing on the bridge joining the two towns which make up the community in 
this ‘case’. Looking down into the River Murray I am able to get a 'bird’s eye view' of 
the water flowing, flowing, flowing as it always has toward the river’s mouth, to the 
sea. As I allow my gaze to follow the flow of the river, I notice there is not one but a 
number of currents within the river's flow. There is a dominant current in the middle 
of the river, strong, powerful, almost overwhelming. Swirling around the tree roots 
and moored boats on the river's banks are other currents, marginal, but still able to 
direct part of the river's water along its course. These river currents, both the 
dominant and the marginal, serve as a metaphor for the way social justice is 
constructed. There is, in the data, a dominant current that is directing and controlling 
the flow. There are also marginal currents that emerge from the data. These currents, 
the dominant and the marginal, along with a marginal tributary of the river, are what 
influence social justice in education in ‘new times’. 
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Chapter 4 
The Dominant Current  
 
According to the South Australian School of the Future (Literacy and Learning 
Program 1994) school leavers in the 1990s can expect to have; 6 to 10 changes in 
jobs, 3 to 4 different occupations, a variety of job patterns, spend time unemployed, 
be involved in education throughout their lives, move from where they were born and 
be employed in careers that don’t at the present time exist. If this is to be the life 
pattern of today’s school leavers, what of those just beginning their education? What 
can they expect? 
 
The dominant current evident in the data is flowing at a fast pace and would seem to 
be drawing all who venture into the river with it. Those at the: “centre of the 
remaking of social life” (Sharp 1985, p 49) are increasingly the intellectually trained. 
I use the term intellectual in a comprehensive way: "a way which includes the 
scientific as well as those from humanistic or interpretive branches of the intellectual 
culture" (Sharp 1983, p.85). This includes people such as politicians, bureaucrats, 
company directors, academics and teachers. In short those people who rely on mental 
as opposed to manual labour. These intellectually trained operate through a particular 
form of interchange, intellectual technique (Sharp 1983). Intellectual technique is 
abstracted, lifted out of its parochial setting, one where time and space can be 
transcended. Operating in this abstracted way results in individuality being 
transcended to a level of autonomy. This autonomous intellectual develops a set of 
values revolving around the need to ‘do one’s own thing’ (Sharp 1983). The lives of 
the intellectually trained are likely to be transient; thus they are much less likely, than 
previous generations, to develop close ties to where they live. In this dominant current 
of the river, travelling with the intellectuals, are those who in previous times would 
have been seen as ‘the aristocracy’. Today these people have survived by working 
through or with the dominant current which is based around intellectual interchange. 
This combination of ‘old and new money’ has resulted, according to Lasch (1995), in 
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a: "privileged class…dangerously isolated from its surroundings" (p.4) and no longer 
carrying with it the notion of: "civic obligations" (p.4).  
 
In the dominant current of the intellectually trained, issues related to the 
communications revolution, internationalisation, high tech production, economic 
rationality and media politics (Hinkson 1993a) are important. The scientist working in 
the area of viticulture may, for example, through genetic engineering develop a new 
variety of vine, one which thrives and produces high quality grapes with very little 
water. When the issues related to the intellectually trained are carried far enough, they 
lead to changes in the social strata and relations between the social strata (Hinkson, 
1993a).     
 
Four main issues have emerged from the data in relation to the dominant current. The 
first of these, which is all pervasive, is technology, including a revolution in 
communications. Technology is everywhere, giving the dominant current its speed, 
and   power. Internationalisation or, as I will refer to it here, globalisation is another 
issue in the current, and is closely linked to technology. Globalisation has, in recent 
years, been fed by the speed of technological change. The data will show that in the 
years between 1956 and 1994 the local became linked to the global and the global to 
the local in a variety of ways. The third issue in the dominant current is economic 
rationalism. It is in the years since 1980 that the rise of economic rationalism can be 
most clearly seen. This trend along with that of globalisation has rent deep changes in 
the community through which the river flows. Finally there is the bureaucratic style of 
government which I shall refer to here as bureaucratic rationalism. This issue is 
embedded deep within the dominant current of the river. 
 
How then are the intellectually trained visible in the data? How are the issues 
generated in a society, where the work of the intellectually trained is dominant, 
reflected in the data? These issues include the increasing importance of  technology, a 
trend towards globalisation, and the rise of economic and bureaucratic rationalism.  
First let us consider the intellectually trained, those people who are integral to the 
dominant current, those who flow in the mainstream.  
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4.1 The Dominant  Social Group: The Intellectually 
Trained 
 
There is in ‘new times’ one group of people who stand out as the dominant social 
group and they are the intellectually trained. As will be seen this group draws into the 
current other powerful people in society who benefit from the work of the 
intellectually trained. “To talk about ‘the intellectuals’ now involves not only a 
discussion of the nature of a social category and its role; it involves recognition that 
society itself is being substantially reconstituted in the image of the relations among 
the members of that category” (Sharp 1983, p.86). This quote would seem to make 
three distinct suggestions.  Firstly, intellectual work is distinctly different from 
manual work. Secondly, this difference has an effect on the constitution of society as 
a whole. Finally, it raises the possibility of a reconstituted ‘self’ arising out of a 
reconstituted society.    
 
Christopher Lasch, in his book The Revolt of the Elites and the Betrayal of 
Democracy (1995)  speaks of the intellectuals in the United States as the ‘new elites’, 
the new aristocracy. They are individuals who are not tied to a specific place but are 
international in their outlook. This would be seen to indicate a new 'type' of person. 
One closely tied to issues of the techno/science revolution and to the rise of 
globalism. To consider this position it is necessary to define the techno/science 
revolution. The techno/science revolution is the result of the close relationship which 
has developed between scientific discoveries and their practical implementation 
through technology. In short, technological development is directly tied to scientific 
discoveries (Caddick 1992). Further to this the techno/science nexus is crucial in 
coming to an understanding of the formation of the ‘self’ in ‘new times’ (Caddick 
1992).   
 
The intellectually trained are at the centre of a change which is seeing intellectual 
work, rather then manual work, underpinning production (Sharp 1983). Being in the 
dominant current of the river, the intellectual way of operation influences key policy 
makers, politicians and owners of business. In such a situation, manual work and 
manual workers are forced to the margins of society. The intellectuals are remaking 
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social life (Sharp 1985) based on their particular form of interchange. Before 
discussing the features of the intellectually trained I want to clarify some concepts 
surrounding the way the notion of intellectual is used in this thesis. Intellectualism is 
a general cultural category. Intellectual interchange and intellectual technique refer to 
the general method for organising relations, while intellectual training is the specific 
modus operandi. The intellectually trained are those who have become skilled in the 
methods of a particular form of training; this could range from nuclear physicist to 
primary school teacher.   
 
What, then, are the features of intellectuals and their practices which make them so 
different and lead people such as Gouldner (1979), Sharp (1983, 1985, 1992, 1993) 
and Lasch (1995) to see them as crucial in the development of  ‘new times’. The 
intellectual operates with ideas and symbols rather then 'things'; this can be set against 
manual labour where work is concrete, 'hands on', working with 'things'. Literacy 
becomes a key issue (Gouldner, 1979). The printed word is one of the ways the 
intellectual is able to operate outside of the parochial setting (Sharp 1983). The ‘self’ 
and the ‘other’ no longer need to be together in either time or space. Face to face 
relations are not essential, unlike the manual worker whose work requires the person 
to ‘be there’. This separation of time and space was initially mediated through 
handwriting, then the printed word, and today through new forms of electronic media. 
In the first instance, print allowed traditional networks to be extended. Now with 
electronic media, networks are radically opened, and spatial separation ceases to be a 
constraint for association (Sharp 1983). The basic social relational form of an 
intellectual culture is tied up with extension through time and space in an open 
network (Sharp 1983). Thinking about intellectual practices in this way puts the 
emphasis on the process, or the form, rather than the content (Sharp 1983). Operating 
in these abstract ways leads to the formation of a certain kind of individual. This 
raises a normative dimension suggesting an interdependence of co-operation and 
autonomy (Sharp 1983). It would seem, however, that it is the autonomy value axis 
which has now come to prevail (Sharp 1983). 
 
It should also be noted that the intellectually trained have a double relationship to new 
forms of electronic technologies, they are instrumental in their development and they 
employ these new discoveries within their work. It is the science based technologies 
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which are reconstructing the mode of production while it is the media providing the 
means for a new form of social integration (Sharp 1983). The mass media, especially 
the mass electronic media, has played a significant part in the emergence of this new 
individuality centered on the ways of the intellectually trained (Hinkson 1993a). The 
mass media: "simultaneously make and remake cultural relations through self 
formation processes" (Hinkson 1993a, p.30). This involves the integration of the 
market into areas such as identity formation and cultural lifestyle (Hinkson 1993a). In 
short the whole of society: "is being reconstituted in the image of the relations" 
(Sharp 1993, p.86) of the intellectually trained. This is seen through the various forms 
of media and technology, ranging from television, to ATMs, to the PC (personal 
computer) and the Internet. Face to face interactions are in some ways redundant, the 
need for the presence of the ‘other’ is fast fading. These changes are transforming not 
only society but are also transforming the formation of the ‘self’. Individual autonomy 
and ‘doing your own thing’ have become key values. This focus on individual 
autonomy and individuality presents a striking contradiction to a notion such as social 
justice which one would expect to focus more on co-operation as opposed to 
autonomy/individuality. 
 
This significance of the intellectually trained and their specific mode of interchange is 
of crucial importance to any discussion of social justice. The formation of  ‘elites’ 
(Lasch 1995) and the increasing redundancy of manual work (Sharp 1983) are but two 
issues of importance to the discussion. Increasing numbers of people could face 
exclusion from the workforce but not from the pressures to aspire to the lifestyle 
portrayed by the electronic media. As Rundle (1992) points out, we could see the 
emergence of: “a global underclass who have all the needs and desires…but no access 
to its resources or satisfactions” (p.3). 
 
Within the field of education, at both a policy and a school level, indications are that 
the rise to social dominance of the intellectually trained is having a significant impact. 
At a policy level, the restructuring process, which is a part of the broader issue of 
micro economic reform, is resulting in the incorporation of education and training 
within the umbrella of the economy. Employment is being redefined in terms of 
intellectual work. There are plans to test key competencies developed with direct 
reference to the needs of business (Bigum, Fitzclarence & Green, 1994).   
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In relation to the formation of the ‘self’ at the educational level and in direct 
relationship to the rise of intellectual practices, Green and Bigum (1993) suggest that 
we may be seeing emerge a new type of student who is constructed by 
“technologically mediated social relations and practices and their psycho-symbolic 
codings” (p.131).  Such students would have new needs and new capacities. This 
raises questions as to whether schools and classrooms can adapt to, and 
accommodate, new technologies and ‘new students’ (Green & Bigum 1993); 
questions about the student subject, the curriculum, and the position of the school in 
‘new times’. I want now to consider what the data show in relation to the dominant 
social group, the intellectually trained. 
 
4.1.1 Community 
 
Consideration of the occupations of people in the community can begin to give us a 
clue about the rise of the intellectually trained and the way they are re-constructing 
the community. Table 4.1.1a shows the occupations in the community from 1971 
through to 1991. Some of the figures hide more than they reveal, for example, in 
relation to labourers and trades people. They do, however, give some indication of the 
change in occupations and the move towards jobs involving the use of intellectual 
technique.               
 
  Table 4.1.1a Occupations 
 Occupation 1971 1981 1991 
Managers & Administrators 187 215 739 
Professionals  & para 
Professionals 
240  329 439 
Trades persons 765 (Crafts 
man) 
871(Including 
Labourers)  
368 
Farmers 1030 1 120 NA 
Clerks 276 361 315 
Sales & Personal Service NA  220 388 
Plant & Machine Operators & 
Drivers 
140 
(Transport) 
NA 283 
Labourers & related workers NA NA 892 
NA = Not Available 
Australian Bureau of Statistics 
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As Table 4.1.1a shows there has been a significant increase in the numbers of  
managers and administrators along with professionals and para professionals in the 
community. While these two categories allude to ‘elites’, they by no means directly 
compare to the ‘elites’ of Lasch (1995). They are simply the nearest one could come 
to ‘elites’ in a country community. As Lasch (1995) points out the ‘elites’ tend to 
congregate in: "specialized geographical pockets" (p.37) usually around the coasts. In 
America he sees them as inhabiting places such as Hollywood and Silicone Valley. 
The community of this study does not ‘fit the bill’ so to speak to be inhabited by the 
‘elites’ of  Lasch (1995). There are, however, an increasing number of people in the 
community who are intellectually trained. These categories are also likely to be 
among the highest paid jobs in terms of wage and salaried employees and the most 
profitable small businesses.   
 
Table 4.1.1b looks at academic qualifications which also point to the rise of the 
intellectual through credentialism. It is worth noting that between 1971 and 1991 the 
listing of the categories related to higher education qualifications in the Bureau of 
Statistics changed. In 1971 the categories began with the lowest qualification; Trade, 
Technical, Non-degree tertiary, University - Bachelor degree, Higher degree. In 1991 
they began with the highest qualification; Higher degree, Post graduate diploma, 
Associate diploma, Skilled vocational and Basic vocational. In the 1961 Census these 
data did not include information about higher education. 
 
Table 4..1.1b Highest Qualification ( Persons over 15 Years) 
Qualification  1971 1981 1991 
Higher degree 0 8 15 
Post graduate dip. NA NA 36 
Bachelor degree 38 117 170 
Under grad dip. 35 205 204 
Associate dip. NA NA 45 
Skilled voc. 345 (inc. basic) 414 510 
Basic voc.  228 168 
Not qualified 2457 4433 5083 
Not stated  NA 420 733 
Australian Bureau of Statistics  
Not qualified included those still at school.  NA = Not Available 
 
These figures give a picture of how academic qualifications are becoming more 
important. They give an indication that even in a country community increasing 
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numbers of people have qualifications from not only the TAFE system but also 
University. This suggests an increasing number of jobs in the town require these 
qualifications. Table 4.1.1c can throw some light on the fields in which people had 
gained the qualification in 1991. 
 
Table 4.1.1c Field of Qualification 1991  
Field Number 
Business and administration 159 
Health 205 
Education 197 
Society and culture 87 
Natural and physical sciences 45 
Engineering  397 
Architecture and building 107 
Agriculture and related fields 49 
Miscellaneous fields 130 
Inadequately described 12 
Not qualified 5085 
Not stated 530 
Australian Bureau of Statistics 
 
It is interesting to note that although this is a fruit growing community, in 1991 
relatively few had higher qualifications in agriculture. The indications from the 
businesses in the community are that the high number qualified in engineering would 
be those who provide services for the fruit industry or work in processing plants. To 
this end then, their qualification would be in a trade, that is, skilled or basic 
vocational, as opposed to a University degree. Advertisements for TAFE courses in 
the Murray Pioneer and broadcast on the Rural Report on ABC (Australian 
Broadcasting Commission) radio in the 7 to 8 years leading up to 1994 indicated a 
new trend in the type of courses being offered. There were an increasing number of 
certificate and diploma courses in horticulture. These courses ran from one term to 2 
years. The courses ranged from the safe use of horticultural chemicals to horticultural 
management. The qualifications indicated in Table 4.1.1.c  don't suggest that these 
courses had been taken by large numbers.  Medical services, which in the early 1970s 
were only accessible via travel to the capital city are available, either in the town, or 
at the nearby regional centre. These include, specialist surgical and medical 
professionals, X-ray, pathology services, specialist dental services and physiotherapy. 
There has also been a rise in the number of alternative medical services including, 
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chiropractors, naturopaths, and hypno and psycho therapists. All these added to the 
numbers of the intellectually trained in the community. 
     
What implications does this have for social justice? It is less likely that those living in 
poverty would have these qualifications and are thus less likely to gain the higher paid 
jobs these qualifications allow access to. This would certainly be indicated by talking 
to a number of parents in the school. In 1992 a small number of parents (5) were back 
at school studying at Year 11 or Year 12. Of these 3 were the head of single parent 
families. 
 
The work of the creative and administrative intellectual provides many new goods 
and services for the community. These goods and services, including the proliferation 
of the mass media, have had a direct impact on the formation of the self identity of the 
increasingly reflexive individual. The emerging importance of the ‘body’ in 
sustaining one’s self identity is an example of this (Giddens 1991a). This emerging 
importance of the body is related, in many ways, to the images created in the mass 
media. Goods and services related to bodily health and appearance include; medical 
professionals, both mainstream and alternate such as psycho and hypno therapists as 
well as many related to the beauty industry, from cosmetics to massage.  
 
The data also give some indication of how this is affecting the formation of the self, 
not just the "young urban professional” but also “the farmer" (Rundle 1992, p.3). One 
of the clues to this effect can be seen by walking down the main street. The town, in 
the years from 1985 to 1995, has seen; the development of several shopping malls, the 
opening of several shops dealing with computer technology, instant photo services, 
health and beauty shops, shops dealing with lifestyle, as well as sporting and fitness 
stores. The choice and variety of the shops rivals that of the state’s capital city. In 
1993 the community got its first international fast food shop in the form of KFC. The 
local Recreation Centre has expanded now offering a stadium, gymnasium, heated 
pool, spa and sauna. The community hotel has installed satellite TV and children can 
hire not only videos, but interactive video games.  
 
Fruit growers too, are changing. They are being encouraged to become 'smarter' in 
their work. Articles in the agricultural section of the local paper, the Murray Pioneer, 
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demonstrate how new technology can replace manual labour, encourage the 
installation of computerised irrigation equipment to make irrigation more efficient 
and to plant new, improved varieties of grapes and trees developed by scientists from 
the CSIRO (Commonwealth Scientific & Industrial Research Organisation). Growers 
are encouraged to undertake courses at TAFE which will improve efficiency and crop. 
The local ABC Radio rural report brings stories on agriculture from around the world. 
According to media reports, the annual agricultural Field Day grows bigger each year. 
It is an event in the community displaying not only the latest agricultural technology, 
but providing entertainment and food for the whole family. In 1994 even the school 
ran a food stand as a fundraiser. Field Days are now an event to rival the annual 
Horticultural Show.  
 
Television and video are now an integral part of the home lives of the community. 
With an ABC channel, along with a commercial channel, events from around the 
world are seen daily in people’s lounge rooms. As will be seen in the section below 
on technology all students interviewed had a television, a video recorder, most had 
some form of electronic game and some, although by no means all, had a computer. 
When I asked students about sporting heroes they mentioned American Basketball 
stars (the matches being shown on the local commercial television channel), or 
members of an AFL (Australian Football League) team rather than a local sporting 
person. This in a community where, before 1956, a trip to the state's capital city was a 
major undertaking in itself. All of these relations with the electronic media and other 
technologically extended forms (Sharp 1992) have arisen out of the work of the 
intellectuals in conjunction with the techno/science revolution. These forms of 
mediated interchange have, according to Sharp (1983), a set of values accompany 
them. These values have become integral to intellectual practice to the extent that a 
‘culture for itself’ has emerged (Sharp 1983). One could then see this culture of the 
intellecually trained as being hegemonic (Gramsci 1971).  
4.1.2 School 
 
Education stands in an interesting position to the intellectually trained. Interesting in 
that it not only employs the professional intellectuals, but it is the front line in the 
production of the next generation in the structures of intellectual technique. On a local 
 
 101
community level it was seen that a significant number of those with higher 
qualifications, 197, are working in the education field. It is through these intellectuals 
that the students of the area are launched into the world of the intellectually trained. 
The connections between the educational field, intellectualism and social justice are 
very clear. The intellectually trained are increasingly in positions of power; 
politicians, bureaucrats, people of influence in the media and business leaders. The 
intellectually trained are thus able to exert influence over policy formation in a way 
which gives expression and legitimacy to their status. An example of this is Barry 
Jones (1995) former ALP parliamentarian, Cabinet Minister, and ALP Federal 
President is closely associated with the call for Australia to become the ‘clever 
country’. This discourse of the intellectually trained prevails in policy development 
both federally and at state level. 
 
The policy documents at both a federal and state level all reflect the rise of 
intellectualism. Intellectualism is constructed as credentialism which is seen as being 
connected to school retention rates. The following quote from Strengthening 
Australia’s Schools: A Consideration of the Focus and Content of Schooling 
(Dawkins, 1988) gives an indication of the Federal Labor Government's agenda: “A 
key element in the national education effort is to increase the proportion of 
Australia’s young people completing secondary school. …Achieving the retention 
target will, however, not be sufficient; we also need to increase the number of young 
people who transfer to post-secondary education and training” (p.5). This emphasis on 
retention was accompanied by a call for the development of national goals for 
schooling along with  "A Common Curriculum Framework" (p.4)  and  "A Common 
Approach to Assessment" (p.5) across the Australian states and territories:   
 
We need a curriculum that is relevant to our time and place in the world. A 
curriculum that is sound in content and which instils positive habits of 
learning and attitudes and values such as initiative and responsibility, the 
pursuit of excellence, teamwork and competitiveness…Such a common 
curriculum framework could, for example, emphasise the need for higher 
general levels of literacy, numeracy and analytical skills across the nation. 
The framework must also acknowledge Australia’s increasing orientation 
towards the Asian and Pacific region…Priority should be given to developing 
a framework for mathematics and science. Courses which are relevant to the 
technologically-oriented society and which increase participation and 
achievement in mathematics and science (Dawkins 1988, pp.2-3) 
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This quote from the policy document Strengthening Australia’s Schools: A 
Consideration of the Focus and Content of Schooling shows that the government of 
the time, at a federal level, was pushing for a form of education focussed on 
developing the next generation of intellectually trained. The focus in the policy 
document is clearly on sustaining and expanding the techno/science revolution in 
future years.  
 
The hope that greater numbers of rural Australians will be given access to post-
secondary education was spelt out in  A Fair Go: The Federal Government's Strategy 
for Rural Education and Training (Dawkins & Kerin, 1988): 
 
The Government is developing in co-operation with state and territory 
Governments, arrangements to allow TAFE facilities to be used to teach 
courses offered by higher education institutions particularly in rural areas 
where TAFE colleges are the major or sole post-secondary providers of 
education. Technical and Further Education (TAFE) is well represented 
inrural Australia…Such arrangements already apply in various parts of 
Australia and the Federal Government is keen to supply more links. (p.5) 
 
What is interesting are the actual courses which are to be offered and the links they 
forge between, the market and the country's future economic development. What is 
mainstreamed is the intellectually trained in the hope of Australia becoming the 
‘clever country’. One such initiative outlined in  A Fair Go: The Federal 
Government's Strategy for Rural Education and Training (Dawkins & Kerin, 1988) is 
a Marketing Skills Program: 
 
Under the Marketing Skills Program, administered by the Department of 
Primary Industries and energy, $5 million is available over three years to 
provide a series of courses in international marketing skills for marketers of 
agricultural products. The program introduces modern marketing techniques 
and aims to stimulate a more innovative approach to marketing primary 
products. The program is directed towards smaller, developing industries 
which lack marketing expertise. (p.8) 
 
The emphasis is on the work of marketing, work of the intellect. This shifts the 
emphasis from growing the crop to selling the crop. Marketing rather than growing 
becomes a key issue.  
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The links between retention at school and social justice are also evident at a state 
level. In the Social Justice Action Plan (Education Department of South Australian 
1992)   retention illustrates the way social justice policy has become active rather than 
passive (Fitzclarence & Kenway 1993). Retention shifts young people from the jobs 
market and unemployment benefits. They are encouraged to stay on at school with the 
assumption being more educated results in a better job. This belief was certainly 
reflected in the links made by the  students interviewed between more education and 
jobs. The policy trends reveal the increasing importance placed on academic success 
thus joining the ranks of the knowledge workers. These trends can also be seen 
reflected in the document. Educating for the 21st Century A Charter for Public 
Schooling in South Australia (Education Department of South Australia, 1990). This 
document sets out the essential skills and understandings students are expected to gain 
through their education. Emphasis is placed on the skills and understandings 
necessary for knowledge workers, the intellectually trained, while marginalising those 
of the manual work. The essential skills and understandings are:  
• communication skills 
• social skills  
• planning and design skills 
• information skills  
• environmental skills  
• mathematical skills 
• health and safety skills  
• technological skills 
• work skills.  
The subject areas to be covered in schools also reflect the trend towards educating 
knowledge workers they are: Languages, Mathematics, Health and Personal 
Development, Science, Society and Environment, The Arts and Technology. These 
subject areas along with the development of the nine essential skills and 
understandings form the basis of the curriculum in South Australian Government 
schools from the pre-compulsory through the compulsory to the post-compulsory. The 
document was released in 1990 and was still the official policy in 1995.  
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Even students in the primary school saw very close links between success at school 
and the prospects of getting a job. One nine year old boy, when asked what he thought 
he would be doing in ten years time said he hoped to be at university studying to be a 
lawyer. When pressed further on this he said he'd seen lawyers on television and they 
made lots of money. He saw this as a way to overcome his family’s poverty. This 
child  saw a clear link between  jobs requiring high levels of qualification, that is 
intellectual work, and more money. 
 
From the late 1980s through to 1994 school policy reflected that of the federal and 
state governments. SDPs reveal the subject areas of Science, Technology, Health, 
Mathematics, as well as literacy, were given prominence as areas to focus curriculum 
development on. This was also reflected in comments made by teachers in relation to 
the academic role of schools as one teacher said: “it boils down a lot to being literate 
and numerate…at primary level they could be the two most important aspects of 
education”. 
 
At a classroom level, literacy was seen as an extremely important aspect of the 
education of the child. Literacy was a key component on the SDP since 1989. The 
school has been involved in a variety of teacher development programs since that 
date. These have included ones funded by the DSP and the LEFS (Literacy Education 
Focus Schools) Program. This belief by the school that literacy is a way for students 
from disadvantaged backgrounds to break out of the 'poverty cycle' would be 
challenged by someone like Graff (1987) who speaks of the 'literacy myth', the myth 
that literacy is the road to a better life. It does, however, seem fair to state that in this 
age of the intellectual, literacy, if not the whole answer, is at least a start. 
 
The data provided clear indications that the intellectually trained are the dominant 
social group. Within the community there was clear evidence of a rise in the numbers 
of people involved in occupations built around intellectual training. There were also 
indications of a rise in credentialism. What was also seen was the fact that the people 
in the community no matter what their occupation have not escaped the effects of 
technological mediation on ways of knowing. The community also reflects other 
trends related to the rise to the mainstream of the intellectually trained. These 
included the services available to them that were not there 20 years ago. Children 
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indicated they do not perceive of life before the television, the video, the video game 
and the computer. They accepted it as given along with other aspects of life. This is 
perhaps summed up by the student, who, when asked about things done in her spare 
time, said: 
 
…playing tennis and hockey…watch TV about an hour a night…watch videos 
lots of different sorts um the Scarlet Pimpernel Police Academy…play 
adventure games on the computer…I also write on the computer…we have two 
computers an IBM and a Commodore 64…I use it once a day…I go to Guides 
 
It can be seen from this response that for this student leisure time includes 
technologically mediated experiences as well as face to face interactions. For this, 
student technological mediation would seemed to have been 'naturalised'. 
 
All this has raised questions in relation to social justice in the community. What of the 
manual labourers whose occupations are now marginalised and heading perhaps for 
extinction. They may be excluded from this new intellectually driven society. It 
would seem that many middle income earners are being pushed into low income jobs 
and those who previously held these jobs are unemployed (Hinkson 1993b). This 
trend towards redundancy and an increasing level of structural unemployment is 
supported by Jones (1995) and is taken up in the following chapter. This is, however, 
not the only consequence of the rise to prominence of the intellectually trained. New 
cultural values resulting in the formation of a unique ‘self’ have emerged. 
Consumption is of increasing importance and increasing numbers of people no longer 
have the income to be a full member of this consumer society (Hinkson 1993a). The 
result is the exclusion of increasing numbers of people from the emerging culture.  
  
4.2 Issues Related to the Rise of the Intellectually 
Trained 
 
The data point to four main issues emerging from the position of the intellectually 
trained in the dominant current. These issues are, technology, globalisation, and 
economic and bureaucratic rationalism.   
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4.2.1 Technology 
 
Technology is all pervasive in ‘new times’ and, as we saw above, it is brought into 
being and sustained by the intellectually trained. Technology is directly related to the 
other issues of the dominant logic; globalisation, economic and bureaucratic 
rationalism. 
 
The advances in the techo/science field have been variously labelled as the 
information revolution or the communications revolution (Hinkson 1991). No matter 
what it is labelled, the technological changes which have emerged since World War 
Two have been dramatic. It is Hinkson's (1991) belief that the technological advances 
which have occurred are different in character than those which occurred in the years 
preceding the Second World War, in that they are high-tech in nature and closely tied 
to the innovation of the computer.  This ‘revolution’ has had an effect on both 
production and consumption (Hinkson 1991). On the side of production we see a 
dramatic change in the nature of work, this relates to both what is produced and how 
it is produced. Fewer workers are needed for production and there is an increase in 
both under-employment and unemployment. On the consumption side: "we are 
increasingly constituted as a self which takes the culture of consumption for granted" 
(Hinkson 1991, p 22, original emphasis).  
 
The mass electronic media is now playing an increasingly important role in the 
formation of identity and of social integration (Hinkson 1991). These were issues 
clearly seen in the discussion of the intellectually trained, a group who have come to 
exemplify the dominant logic. Such a trend has specific implications for education. 
Schools are now dealing with a student who has grown up surrounded by technology 
and have been increasingly socialised through media images and information (Bigum 
& Green 1993). This is presenting for schools a legitimation crisis in that they are 
increasingly seen as hollow by the students, and they can do little to overcome social 
inequalities (Bigum, Fitzclarence & Green 1994). 
 
From the data it is possible to draw out a number of areas where technological 
advances have resulted in changes similar to those alluded to in the literature. These 
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advances are evident as far back as 1956, however, it is within the last ten years that 
the change has been most dramatic and fast moving. Advances seem to have changed 
three areas. Firstly, the operation of the fruit industry, both in terms of production and 
processing. Secondly, the advances in the field of communications have changed the 
flow of information both into and out of the community. Finally, changes are evident 
within education both at a policy level and at the school level.    
 
Local fruit growers will tell you that in 1956 fruit was grown on small to medium size 
holdings, the 'family fruit block'. The work on these properties, including irrigation, 
working the soil, pruning trees and vines and picking fruit involved manual labour. 
This was usually the land owner with one or two labourers along with casuals for the 
harvest. Mechanisation was restricted to a basic tractor and a number of larger 
implements such as a plough and perhaps a spray plant. Articles in the Murray 
Pioneer at harvest time reveal that labour availability was a key issue. 
 
Since 1956 fruit production has become a highly mechanised industry. The first 
mechanical grape harvester was trialed in 1972 and an article in the Murray Pioneer 
(Demonstration of  1972, ) spoke of its promise. By the harvest of 1975 the local co-
operative winery was organising harvesters for those who couldn't get harvesting 
machines for themselves (R…Grapes 1975). Since that date, the harvesters have  
advanced technically which has minimised the damage done to the vines. By 1994 
they were in common use on properties that produce substantial amounts of wine 
grapes. One grower has a property with ten acres of white wine grapes. This property 
is harvested mechanically in just one night. By the late 1970s the Murray Pioneer was 
reporting the use of apricot cutting machines. Technology then has replaced people in 
jobs such as picking and pruning grapes and cutting apricots.  
 
Irrigation has also been streamlined by the use of computers to control water delivery 
and dispersal. Through out the 1960s and 1970s the Irrigation Trust, who administer 
the distribution of water to most fruit properties in the community, undertook an 
extensive rehabilitation plan. The cost of the plan was estimated at $10 million, to be 
funded by loans from the state government. Water which had previously been 
delivered to properties via open channels was to be pipelined from one pumping 
station near the town centre. The new pumping station was opened on December 1st 
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1972 and by 1977 all water was delivered to properties via pipeline (Grosvenor 1979). 
This was an immense change from the way water had been delivered to the properties 
in the past. This quote from the book Red Mud to Green Oasis (Grosvenor 1979) 
illustrates clearly the enormity of the changes: 
 
Water ordering, pumping and distribution are controlled by the watermaster, 
and all supplies are measured by water meter. The old-time water joey on a 
bike with a shovel over his shoulder and on call 24 hours a day, has been 
replaced by the irrigation inspector, who can be contacted by the watermaster 
by radio telephone. The innovation of the pipeline system has meant that the 
channels have been demolished and filled in, making additional land 
available for cultivation. There will also be a big reduction in the problem of 
seepage, and water of an improved quality will be delivered, with the 
prevention of debris and saline water entering the pipes. The pipelines have 
been laid along road reserves instead of taking up valuable irrigation land, 
and the germination of noxious weeds from seepage water has been 
eliminated. It is estimated that under the new methods the annual water  
consumption has been reduced by one third. And in this enormous 
undertaking the ... Irrigation Trust has maintained its high status among the 
pioneers of irrigation methods in Australia. (pp.28-29) 
 
This quote is illustrative of the benefits of the new system and it also provides some 
clues to the cultural changes which accompany such technological development. The 
water joey mentioned in the quote was a local version of the bush telegraph travelling 
as he did from property to property to organise water delivery. This particular part of 
the culture of the community has now disappeared for ever. Another change that 
resulted from this innovation was the filling in of the open channel system. With that 
went another part of the community’s culture, the after school swim in the channel on 
a hot summer’s day. I remember this well from my own school days. The above quote 
is also illustrative of the ways the different issues of the dominant logic interlock. The 
stress is on providing more land for planting, the pipeline meant more efficient water 
use. As a result water consumption would fall, as would the cost of water. This is  
indicative of a trend, even in the 1970s, towards an economic rationalist outlook. 
During the 1980s, further up grading saw the system fully computerised, so the 
human face receded even further from view and the numbers of people employed in 
delivering water fall.  
 
Improvements in refrigeration also influenced the fruit industry in that the fresh 
market became an option of fruit sales  In addition the wine industry has been 
influenced by technological advancements making the production of grapes for wine 
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very attractive. Packing of fruit such as citrus  is now a highly mechanised industry. It 
would be true to say that in many ways technology has changed the face of the fruit 
industry in the town. Technological improvements have been a mixed blessing for the 
grower. On the positive side the improvements have meant the grower can work more 
land with less labour, thus reduce production costs. On the negative side it has meant 
that to sustain the initial capital outlay for the technology to be cost effective the 
'family fruit block', which tended to be between 10 and 30 hectares needed to increase 
in size. Some growers were able to do this, others, because their properties were too 
small, couldn't invest in the equipment. Some remain, working on the property as a 
family, others have moved on. Table 4.2.1 gives some indication of the reduction of 
those involved in agriculture. As they are figures related to a general occupational 
category they don't show differences between block owner and block labourer.  
 
Table 4.2.1 Workers  in Agriculture 
Industry 1961 1971 1981 1991 
Agriculture 1 080 1019 1091 993 
Australian Bureau of Statistics 
 
As can be seen from these figures there has been a drop of just under 10% in the 
numbers involved in agriculture in the community. Those left find they are having to 
work harder, for longer, for less. 
 
The introduction of technology has opened up the fruit production industry to huge 
privately owned or publicly listed national and multinational companies. The first 
example of this in the community was the extensive vineyards, initially 250 hectares, 
opened by a local proprietary winery in the 1970s (Grosvenor 1979). This property is 
mechanically pruned, harvested and irrigated thus employing a minimal number of 
workers. Properties such as these specialise in one particular variety of fruit, wine 
grapes, citrus, stone fruit or almonds for example. This has dramatically changed the 
face of the fruit production industry.   
 
The second category of technological advances evident in the data relate to the issue 
of communication and information technology. The data showed numerous examples 
of the dominance of this form of technology. One area, local government, showed that 
the advent of computers along with other forms of communication devices, such as 
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the fax machine, have made a dramatic difference to the council's operation. 
Administration through to watering of the town gardens are now computerised. As the 
CEO explained:  
 
I had a phone call about a report that had to go to Adelaide they said could 
you change this and this and this and could you please fax it this afternoon so 
within about ten minutes it was changed and in a half an hour it was in 
Adelaide a few years ago that was unheard of. 
 
The use of the media in promoting the work of the council was also seen as important 
by the CEO: “Very important I think they are an essential way to convey information 
to the community about what we're doing um  to keep people informed”. He has a 
twice monthly media conference as he has a personal belief that it is necessary for the 
council to be open about everything. The local ABC journalist attends Council 
Meetings and reports outcomes regularly on the local news. 
 
The whole area of communications particularly the mass media in the community has 
changed dramatically. The accessibility of the population to both radio and television 
is now a reality. In the years since 1956 the community has seen two television 
stations commence operations, the ABC in 1971, and a local commercial station in 
1977 (Grosvenor 1979). This has brought the 'world into the community as well as 
taking the community to the 'world.   
 
Within education the importance of technology was evident in a number of the policy 
documents. The nationally developed Statements and Profiles for Australian Schools, 
developed in the early 1990s, include a discrete subject area for technology. South 
Australia began the introduction of these nationally developed curriculum documents 
in 1994. These nationally developed curriculum statements and profiles grew from the 
policy document Strengthening Australia’s Schools: A Consideration of the Focus 
and Content of Schooling (Dawkins 1988). This document suggested that the common 
curriculum which was to be developed would be: "relevant for our time and place in 
the world" (p.4). In terms of policy the use of technology especially communications 
and information technology, is seen as a means of economic salvation for the country 
and is linked to notions of Australia as the ‘clever country’. 
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At a state government level the policy document Educating for the 21st Century A 
Charter for Public Schooling in South Australia (Education Department of South 
Australia 1990) makes specific reference to technology when listing the essential 
skills and understandings which schools in the state should be teaching. Technology 
figures in at least two of the essential skills and understandings and as a required area 
of study: 
 
Information skills which involve the capacity to recognise a need for 
information, to know how and where to find it from a range of sources, and 
how to select, use it and share with others… Technological skills and an 
understanding of the functions, purposes and impacts of technology in a 
changing world. (pp.9-10)…Technology Studies in technology provide 
students with opportunities to develop technological capability through 
planning, developing and refining design concepts, selecting appropriate 
materials, tools and processes for particular design purposes, carrying designs 
through to completion and appraising the outcomes. (p.12) 
 
This interpretation of technology is similar to that given in the nationally developed 
Statements and Profiles for Australian Schools. Technology is seen as being broader 
than perhaps one would expect in that it refers to more than just the use of technology 
but also addresses issues of its development.   
 
At the school level the importance was seen initially in terms of resources. Following 
a fire in 1984 which guttered the inside of the school’s main two-story building the 
school was able to replace out-moded print resources with computers. Changes were 
also seen in curriculum terms. Among the staff, parents and students in the school, 
technology, especially computer technology, was seen as an issue. Staff saw 
technological innovations having an increasing influence over the administration of 
the school. They also felt a responsibility towards students in terms of teaching 
technology. They felt students should learn about technology, learn to use technology 
and learn through technology. As one staff member put it, technology:  
 
…will influence the organisational basis of schools a tremendous amount I 
think also that um there'll be a gathering tide of interest amongst teachers in 
using technology in their classrooms but also learning about technology as 
part of the learning about life we're suppose to be on about...to me one of the 
major aspects about this world right now is the role that technology plays in 
it...I don't think we have to go mad about teaching technology I just don't 
think you'll be able to escape it. As a teacher I think it will just pick you up 
and take you with it  
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Another staff member felt more threatened by the issue: “I  hope it never gets to the 
stage where it does away with the teacher...I've heard them talk about that and I think 
that would be quite scary because I think you need that human interaction”. The same 
staff member, however, felt it was essential that the school took up the teaching of 
technology as a social justice initiative in that the school should: “give children a lot 
more access to technology so they can be successful at school”. If this didn't happen 
she feared the ‘Matthew Effect’ would prevail, the rich would get richer and the poor 
get poorer. A widening of the gap between the information rich and the information 
poor (Jones 1995). 
 
One staff member felt pessimistic about the future of schooling in relation to 
technology and the whole issue of just who would gain access to technology:  
 
I think it will be bigger numbers and more machines and this is my fear that 
technology will play a bigger part and that's fine if all the kids have access at 
home or enough access to all this technology but even now where it's set up 
in some high schools etc. like…without actually finding out more about it the 
feeling I have is um things might be better at school but I don't know whether 
that transfers into the community...will this help them as adults when they 
leave school? 
 
This quote seems to exemplify some of the confusion teachers feel in relation to the 
need for schools to become more attuned to technology. Parents, like staff, felt it was 
extremely important that their children gained experience in computing at school. It 
was in fact the School Council (comprised mainly of parents) behind the push in 1994 
to upgrade the schools computing resources.   
 
In 1992 as part of the schools Parent Participation Program, a parent ran several 
computer workshops for other parents who wanted to learn the basics about 
computing. This involved the use of the Commodore 64 computers from classrooms. 
One of the aims of these workshops was to encourage parents to develop confidence 
in using computers. It was hoped they would then come into the classroom and work 
along side students. The workshops emphasised basic features such as turning the 
computer on and off and loading disks. They focussed on the programs being used in 
the classroom, word processing, adventure games, and mathematics and language 
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games. It was successful to the extent that upward of 15 parents attended and most of 
those went on to assist in classes. 
 
Students also believed that learning about technology should be an important part of 
their schooling. Most, but not all, indicated that technology was already an important 
part of their out of school life. One child, who is a proficient user of a computer at 
school said: 
 
I've got a computer but don't use it much not even for games in my spare time 
I read, I write things I ride my bike, I do lots of things like Brownies and 
swimming and netball sometimes I go places like I take a walk or sometimes 
I watch a little bit of TV...probably children type movies...on the weekend I 
don't watch very often after school. 
 
This would seem to indicate that this child has a variety of hobbies one of which 
included television watching. Her proficient use of a computer at school indicates that 
she sees it a natural part of her life rather than something special. It is worth noting 
that this child is not one from a family who is economically disadvantaged in any 
way. 
 
Most students interviewed were avid watchers of television for several hours each day 
and all used VCR’s (Video Cassette Recorder). As one student explained: “I watch 
TV the afternoon show and Time for Kids on Saturday morning um I watch at night 
before 8.30 bed time... sometimes I watch videos at night mainly AO stuff like the 
one called Shipwrecked”.  
 
Computer Games of various sorts were available to all students. Most were games 
machines as opposed to a PC being used for games. One girl explained: 
 
…we have a Sega Game which is attached to the TV I play games like 
Pacman, Wonder Boy and Sonic Hedgehog... you have to get through the 
game by solving problems and collecting rings and um gems you have to 
avoid getting killed and you have to kill to get through the game there are 
goodies and baddies...you use a joy stick or joy pad. 
 
This was a fairly typical comment from the students. Many indicated that playing 
outside with friends was as important to them as playing with computer games. What 
is significant is that they include recreation involving technology alongside playing 
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with friends. It’s just another option. If a child used a computer, it was in most cases a 
Commodore 64. Few children used computers outside of school for anything but 
games and a number of them didn't have a computer in their home. They usually had 
access to one, either with grandparents, aunts or uncles, or at a friends house, that 
could be used  for homework if needed.   
 
There are some clear issues emerging here in relation to social justice. Technology 
costs money and in 1994 the school was in a situation where it needed to outlay a 
considerable sum of money to purchase new computers and other developing 
technologies. Pressure to do this was coming from parents. It is a balancing act to 
work out what to leave off the budget and what to include. At the end of 1994 the PP 
Committee, a committee composed of parents and staff to administering the money 
allocated to the school by the DSP, set aside $10 000 to assist with the purchasing of 
new computer hardware. It is clear from the students’ comments that the link between 
finance and technology is an issue in many homes as well. As one eight year old boy 
commented: “we've got a Sega but Nintendo's are betta' but the Nintendo they cost too 
much the games”. Money was a consideration in relation to which computer games 
were purchased. 
 
Technology, then is a strong feature of the dominant logic directed as it is by the 
intellectually trained. It has touched the lives of all members of the community, be it 
through their work or as part of their leisure activities. The students showed that they 
accept the use of technology such as television and computers as a ‘natural’ part of 
their lives. It appeared in the same sentence as playing with friends or going to 
Brownies. It can also be seen that within the community, inequalities in relation 
access to technology exist. Insufficient money is a strong factor in the ability of 
people to access the latest in technology. This is the case whether you talk in terms of 
a fruit grower, a school, or an individual child.  
 
4.2.2 Globalisation 
 
Globalisation is about the changing relationship between time and space (Waters 
1995). It is about global connectedness, the changing relationship between the local 
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and the global. It is also about the development of a global consciousness, thinking 
globally. The globalising feature of the dominant current is also closely linked to 
developments in technology and is sustained through the work of the intellectually 
trained. Globalising trends are evident in the community in the fruit industry, in 
immigration in relation to communications and to the tourism industry. These trends 
are also evident in the data on education at both a policy and a school level.   
 
The fruit industry has always been oriented towards the export market. From the 
European settlement of the community in 1887 through to the 1960s one of the major 
exports was dried fruit. The market was the United Kingdom and other 'Empire' 
countries. In one sense, then the community has always been tied to distant countries. 
Today, however, the nature of the ties are different. The 1970s and 1980s saw the 
emergence of dried fruit from Greece and Turkey on the world market. This fruit was 
produced at a substantially lower cost and it was thus taken up by the traditional 
markets of Australia. It was reported that Turkish dried apricots were on sale in the 
state’s capital city in 1974 (Turkish Apricots 1974,  p.1). This indicates that the sale 
of Australian produced dried fruit was under threat on the domestic market as well. 
This Turkish connection is worth pursuing in that it can show the various effects 
globalisation can have on one community. On the one hand, export and domestic 
markets are threatened by cheaper dried fruit from Turkey. On the other, a delegation 
of people from Turkey were in the district on a study tour related to the production of 
dried fruit (Turkish Delegation 1977). The two reports present quite a paradox. The 
connection with Turkey doesn't end there. Figures from the school indicate that by the 
late 1980s there was a closely knit Turkish community settled on fruit properties in  
the community. They established a Mosque in the town and a school, teaching the 
Turkish language as well as the Islamic religion. In 1994 there were 12 Turkish 
students attending the town primary school.  
 
Accounts in the Murray Pioneer indicate that through out the 1970s and early 1980s 
difficulties with dried fruit sales on the international and domestic market persisted. 
Governments assisted to some extent with the imposition of tariffs and duties on 
imported fruit, but this only had an effect on the domestic market. Various other 
strategies were employed including a stabilisation scheme which set prices that were 
to be paid to all growers. By the 1990s, the signing of treaties such as GATT (General 
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Agreement on Tariffs and Trade ) saw assistance to the industry drying up. GATT is a 
perfect example of globalisation in terms of world trade. It brings the global directly 
to the fruit property gate. 
 
The dried fruit industry is an example of the types of problems faced by all the fruit 
industries in the community in relation to the globalisation of the market. Other 
industries that have suffered similar fates include the citrus industry and the canning 
industry. Growers have increasingly turned to the wine industry, one industry in the 
community which is 'riding high'. Tree fruit growers turned to other outlets such as 
the fresh fruit market while some sent their fruit to a cannery in an adjoining town 
which had been established in the late 1950s. The building of bridges over the Murray 
connecting the community to the state capital, meant that the fresh market became an 
increasingly attractive option. With rapid improvements in refrigeration, it was soon 
not only a domestic option, but also an export option.  
 
The threat to the established dried fruit markets in the 1970s and 1980s was the first 
indication to the community that they were now having to trade in a rapidly changing 
world. It meant that those involved in the marketing side of the fruit industry had to 
search for new markets on a global scale for all the produce of the community not just 
its dried fruit. Today fruit produced in the community, fresh, dried, canned or as wine, 
is exported not only to the United Kingdom but to Europe and Asia. In 1988, 
according to a local newspaper report (Rivsam to increase 1988), table grapes from 
the area were being exported to Singapore, New Zealand, Hong Kong, Malaysia, the 
Middle East, the United Kingdom and Europe. In 1993 local citrus had gone on sale 
in the United States of America (Riverland oranges marketed 1993). Kelly (1993) 
suggests there are prospects for global markets for citrus.  Finally articles in the 
Murray Pioneer throughout the 1970s, 1980s and 1990s indicate that wine exports are 
the area of strongest growth on both domestic and global markets. 
 
The influence of global market conditions hasn't gone without cost in the community. 
The global market is volatile and competitive and responding to changing markets in 
an industry such as fruit growing is neither cheap nor simple. It generally means 
replanting. This process is costly and there are three to four years where the grower is 
without, or with reduced, income while waiting for the new plantings to come into 
 
 117
production. Government assistance schemes for vine and tree pulling helped to some 
extent, however, it really depended on underlying debt levels as to whether growers 
survived. The globalisation of markets has contributed, in part, to the restructuring 
that has occurred in the industry in the 15 years prior to 1994. 
 
Table 4.2.2a shows the gradual increase in population since 1961. 
  
Table 4.2.2a Total Population 
1961 1971 1981 1991 
7 170 7 562 8 158 9 085 
Australian Bureau of Statistics 
 
Table 4.2.2b indicates that the ethnic mix of the population has also changed.  
 
 
 
 
Table 4.2.2b People Born Overseas 
Country of Origin 1961 1971 1981 1991 
United Kingdom 258 219 294 321 
Greece 226 262 330 291 
Italy 93 112 137 118 
Yugoslavia 109 70 67  66 
India 0 0 8 56 
Vietnam 0 0 34 59 
Australian Bureau of statistics   
  
The community has, in the years since 1956, been the destination of numbers of 
migrants. Until the 1970s migrants had come from the United Kingdom and southern 
European countries especially Greece and Italy along with a number from 
Yugoslavia. In the last 15 years migrants have continued to arrive from these 
countries, however, there has been an increasing number from Asian countries. 
Refugees from Vietnam came to a church hostel set up in the town during the early 
1980s, this being their first 'home' in Australia.  In addition a number of Sikh families 
from India settled in the area during this period. The final group of migrants of any 
substantial number are those from Turkey who had settled in the community, as fruit 
growers, by the early 1990s.   
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As indicated above the ethnic mix of the community broadened in the 30 years prior 
to 1994, this is particularly evident in the last 15 years with increasing numbers of 
people from Asia settling in the community. These people have brought with them 
their own cultures and religions. The Turkish community have their own Mosque and 
the Sikh community their own Temple in a neighbouring town. The cultural effects 
are two way, with the migrants learning from those already in the area and those 
already in the area learning from the migrants. This cultural learning resulted in 
several multicultural festivals during the 1980s.   
 
Globalisation in the form of immigration has lead to the face of the community taking 
on a more multicultural look. The new cultural mix which is emerging in the 
community, and thus the school is reflected in the interpretation of social justice at a 
policy and practice level. Policies reflect it in terms of who is ‘targeted’ with those 
from culturally different countries coming to Australia, often under refugee programs 
being seeing as in need of support. In addition school programs which focussed on 
poverty also make mention of those who are from culturally different backgrounds.   
 
In the years since 1956 communications with the world beyond the local community 
have also expanded. This has included the expansion of radio services. In 1956 there 
was one commercial radio service in the area operating from a neighbouring town. 
There was some local content on the station, however, the majority of programs were 
relayed from the state capital. By 1994 the station was providing a service based 
totally on local content with the exception of national news services. In 1957 the ABC 
opened a radio studio in the town connecting the community to the ABC rural 
network, relaying programs from all over Australia. Local content is seen in relation 
to rural affairs, news, current affairs, lifestyle programs and sports coverage. The 
ABC and a commercial television station commenced telecasting in the 1970s 
(Grosvenor 1079). This has brought the global into the local by linking the 
community to the world. It has also taken the local to the global in that it has provided 
opportunities for the community to take its message to the world. A number of large 
local companies now advertise their products world wide. Newspapers have always 
been a part of the community. The daily morning newspaper from the state's capital 
has been delivered to the town for many years and the town has a locally owned 
newspaper. This paper was established in 1894 and was purchased by the family who 
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currently own it in 1905 (Storry et al. 1987). The paper is printed twice weekly and in 
1987 it employed 22 full time and six part time staff.  
 
The community has always seen itself as a destination for tourists, they: “Enjoy our 
wonderful winter sunshine was the catchcry when…first embarked on a campaign to 
attract tourists to the district. The manager of the…Community Hotel back in the 
1930s...did much to sponsor the idea” (Grosvenor 1979, p.139). It wasn't until the 
1970s, 1980s and early 1990s that tourism became a prominent source of income for 
the community. In 1978, the tourism industry was worth $3.2m. to the community 
(Grosvenor 1979). The increase in the tourist dollar had been influenced in the main 
by improvements in road transport between the town and the state capital, the 
building of several bridges has cut down the travelling time to the area. Television has 
also had an effect, in that the area can be advertised as a tourist destination on an 
international level. It was also encouraged by grants from the State Government. 
Since the early 1980s the community has had a full time tourist officer. The industry 
is centred in the main on selling the river as a destination for recreation. However, 
this industry like others in the area has suffered economically in the 1990s.  
 
The acknowledgment of the influence of globalisation within education can be seen in 
policy documents. At the state level, the policy document Educating for the 21st 
Century A Charter for Public Schooling in South Australia (Education Department of 
South Australia 1990) talks of the need to acknowledge the diverse cultural 
experiences of students. Globalising influences were also acknowledged in the Social 
Justice Action Plan (Education Department of South Australia 1992). This 
acknowledgment came in the form of recognition of students from non English 
speaking backgrounds, who had come to Australia under the Family Program or 
Special Humanitarian Program. They were seen as a group in need of assistance. 
These examples show an acknowledgment of the diversity of students in Australian 
schools today and the influence globalisation is having. 
   
Globalising trends in the school are evident when considering the ethnic mix of the 
school population. In the late 1950s an increasing number of Greek families 
migrated to Australia and a number settled in the community. In 1978 the school 
received funding to employ a Greek speaking teacher to act as a liaison person 
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between school and the Greek speaking community. A Greek language teacher was 
then appointed in 1980. Table 4.2.2c gives some indication of the numbers of NESB 
students in the school in the years from 1988 to 1993.   
 
Table 4.2.2c  NESB Students at the Primary School 1988 to 1993 
Category 1988 1989 1990 1991 1992 1993 
1. 0 2 2 0 1 1 
2. 4 6 5 3 4 3 
3. 3 0 3 4 2 2 
4 27 44 48 41 36 32 
5. 6 2 0 0 14 14 
Total 40 54 58 47 57 52 
Categories: 
1.  Born Overseas <1 Yr. 
2.  Born Overseas >1 Yr. <4 Yrs. 
3.  Born Overseas > 4 Yrs. 
4.  Australian Born/ Parents Born Overseas 
5.  Australian Born / Parents Born in Australia. 
As can be seen the numbers have fluctuated between 40 and 50 and by far the highest 
represented category are those students who were born in Australia of parents who 
were born overseas. 
 
Since the mid 1970s the school has had a teacher to assist students who have English 
as a second language. School records from 1993 and 1994 (Tables 4.2.2 d & 4.2.2e) 
show the increasing diversity of the ethnic back grounds of the students. These figures 
also indicate the length of time the student has been in Australia. This gives a further 
indication of the trends of immigration. 
 
Table 4.2.2d NESB Students Country of Origin 1993 
Category 1 2 3 4 5 
Turkey  3  11  
Greece    8 5 
Baltic Countries     3 
Italy    2 4 
Yugoslavia (former)    2  
Poland     2 
Lebanon    1  
India   2   
Vietnam 1     
Categories: As for Table 4.2.2c above 
  
Table 4.2.2e NESB Students Country of Origin 1994 
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Category 1 2 3 4 5 
Turkey  3  9  
Greece    8 5 
Baltic Countries     4 
Italy    2 4 
Yugoslavia (former)    1  
German    2 2 
Holland    2 4 
Poland    1   
Lebanon    1  
India    2 9  
Vietnam  1    
Malaysia    1  
Philippines    1  
Mexico   1   
Categories: As for Table 4.2.2c above 
   
Two themes have emerged from the data in relation to globalisation. Global markets 
start to produce global workers. In addition global markets set up the conditions 
whereby people can relocate if they want to, or as was the case with the Vietnamese 
boat people, they were forced to. We see emerging, people who: “are far more 
cosmopolitan, or at least more restless and migratory, than their predecessors...and 
cultivating ties with the international market” (Lasch 1995, p.6). In short they are 
tending towards the notion of becoming global citizens as opposed to citizens of a 
nation state. The effects on the community of globalisation can be tied to social 
justice in a number of ways. It has had an effect on the socio-economic status of the 
community as markets become global so pressures are exerted on local producers to 
produce what the global market would buy. It has also had an influence on the ethnic 
mix of the community's population. The migrants have not come in large numbers, 
however, immigration has been significant enough for the migrants to be a 'visible' 
sector of the community. 
 
4.2.3 Economic Rationalism 
 
One of the key forces behind the dominant logic is that of economic rationalism. 
Economic rationalism is descriptive of the economic policies adopted by those people 
who are ideologically oriented to neoliberalism often related to as the New Right 
(Giddens 1994). This issue of the dominant logic is closely linked to those of 
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technology, the globalisation of the money market, and hence the Australian 
economy. This could not have occurred without the technological changes heralded as 
the communications revolution. It is a trend which has been slowly developing since 
the oil shock of 1973 (Jennett & Stewart 1990).  
 
To trace the rise of the economic rationalist trend in Australia one must go back to the 
election of the Hawke Labor Government in 1983. April of that year saw the settling 
up of a National Economic Summit. There were 97 official participants: 25 from the 
ACTU (Australian Council Of Trade Unions), 26 representatives from the Federal 
and the State Governments and 40 representatives from business and employer 
interests (Jennett & Stewart 1990). One of the results of this Summit was the 
ratification of the  Prices and Incomes Accord. This Accord can be used as the 
touchstone for the beginning of an economic rationalist trend in Australia.  
The Accord was held up as a victory for the much vaulted style of 'consensus politics' 
favoured by the then Prime Minister Bob Hawke. This style of policy making has 
been described as a corporatist or neo-corporatist style where business industry and 
the unions enter into the decision making processes with government. The aim is for 
co-operation rather than confrontation (Dudley & Vidovich 1995). Through gaining 
agreement/consensus from employers, the ACTU and other sectors of the Australian 
community a new era began not only in Australian politics but also in economics. 
This new era had an effect not only on matters purely economic but on socio-cultural 
aspects of life as well.  
 
How then are we to view the trend towards economic rationalism by an Australian 
Labor Government in the 1980s. Pusey (1991) gives us some clues as to its origins. 
The seeds of economic rationalism in Australia lay in the technical trends taken by 
economics teaching in Australian universities after 1947. According to Pusey (1991) 
economics has become closely associated with empiricism and the manipulative 
sciences. Psychology focussing on behaviour, accounting relating to organising 
structures and technologies of control and economists with calculations of utility. 
Economists trained in the years following 1947 held influential positions in 
Australia's civil service in the 1980s, especially three key departments, the Prime 
Minister and Cabinet, Finance and Treasury (Pusey 1991). More than this, a number 
of the senior ministers in the Hawke Labor Government had also studied economics 
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in the same era as the bureaucrats (Pusey 1991). Thus there was ministerial and 
bureaucratic agreement on economic issues.  
 
One of the features of economic rationalism is that it creates and depends on the: 
"hyper-objectification" (Pusey 1991, p.171) of the market. This results in the splitting 
of the economic order from the socio-cultural order. In this situation society is merely 
something which 'gets in the way ' of the economy. In the 1970s the socio-cultural 
(normative) structure had precedence. In the 1980s it was the economic order, the 
market, that has priority (Pusey 1991). This new from of economics prefers efficiency 
to equality and humanity. This new empiricist discourse of economics has recast the 
relationship between the state and society in three ways (Pusey 1991). Firstly, the 
discourse contains its own criteria of what is valid knowledge (sciencism). Secondly, 
it has no coherent concept of society in such a discourse all morals, are 
arbitrary.Finally norms of openness and participation are merely distractions (Pusey 
1991). As a result culturally secured meanings and social action are re-worked as 
system theory and the economists develop computer generated abstract models. This 
results in the neutralising of the social contexts of programs and reducing: "the state's 
capacity for intelligent reflection about the meaning of public policy" (Pusey 1991, 
p.174). The economists of Finance and Treasury, the: "new technical intelligentsia" 
(Pusey 1991, p.177) are critical of the way those working in program and service 
delivery  departments may actually see their clients as social beings. What are 
preferred are computer generated models of how things should be, this results in is the 
removal of the normative dimension:  
 
…models and model building are really the microtechnologies that rationalising 
managerialism uses to turn arbitrariness into 'givenness' and actuality. They 
disempower reflection, they sterilise whatever is left action-orienting traditions, 
and they irreversibly change the politics of reform by making system structures 
opaque. In short they uncouple culture from system, make the former 
contingent on the latter, and redraw the boundary between the two. (Pusey 
1991, p.178) 
 
To support the uncoupling of culture from system, mobility, especially lateral 
mobility became a feature of the top civil services jobs. This, Pusey (1991) says, was 
particularly evident in the program and services departments, such as Social Security 
and Aboriginal Affairs. The aim being to: "militate against reflection" (p.181). There 
has also been a change in the nature of the motivation with the civil service (Pusey 
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1991). It changed, during the 1980s, from being a public vocation in itself to being 
simply a step on the personal career ladder towards work in the broader ‘private’ 
sector. Those in the central agencies such as Finance and Treasury were certainly 
viewed as the ‘new intelligent whiz kids’ (Pusey 1991). 
 
Pusey's interpretation can lead us to see economic rationalism as the: "excessive 
preoccupation of markets" (Hinkson 1993b, p.16). Such a position suggests that 
economic rationalist tendencies can be reversed by the changing of government 
policy. Hinkson (1993b) believes the process has: "deeper roots in a social and 
cultural upheaval, and a long term historical trajectory" (p.16). In taking this view it is 
possible to see economic rationalism as but one feature of a wider social and cultural 
shift one not reversible. While acknowledging the veracity of the processes involved 
in economic rationalism described by Pusey (1991)  I agree with Hinkson (1993b) in 
relation to it not being reversible. 
 
From the work of Pusey (1991) and Hinkson (1993a, 1993b) we can see a number of 
features of economic rationalism emerging. They include the importance of the 
communications revolution which globalised financial markets. They also relate to the 
rise of the markets and the severing of ties between the economic, the political and the 
social. There has been a break between culture and administration and a change to a 
more personal orientation in career. 
 
This trend towards economic rationalism and the resulting rise of the ‘market' is 
reflected in both the macro and micro reforms undertaken by the government 
including education and social justice policies. Key words in education in the 1990s 
reflect links between education and the economy, words include; efficiency, 
international competitiveness, retention, retraining, key competencies and action 
plans (Kenway with Bigum, Fitzclarence & Crocker 1993). 
 
Social justice, in general, and as it relates to education, has also become closely tied 
to the market driven economic rationalist policies. They are developed within a 
framework where the ‘market’ is the guiding influence. When this occurs, social 
justice policies are called on to legitimate the actions taken by the state (Kenway with 
Bigum, Fitzclarence & Crocker  1993). It is through the micro reforms encapsulated 
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in policy, in this instance policy related to education and social justice, that the 'the 
market' is reproduced. This claim will be supported here by consideration of a number 
of policy documents relating to education and to social justice. Before turning to these 
policy documents, I want to consider the effect this turn towards economic rationalist 
policies has had on the local community. Two main areas will be considered: The 
fruit industry and the provision of government and private services. 
 
The restructuring that has taken place in the fruit industry in the 15 years prior to 
1994 has been enormous and there is no sign to suggest that it has yet been 
completed. Indications are that changes will continue for some time. This 
restructuring has had an effect on both production and processing sides of the fruit 
industry. 
 
“There was a time when I was young when hard work on a block made you a quid. 
Work hard on a block now and you'll lose a quid..." (Haran 1993, p.16). This quote 
from a local minister of religion sums up the plight of many fruit growers. 
Historically, this side of the fruit industry had been carried out on small to medium 
size holdings, 10 to 30 hectares. These properties have tended to have a number of 
different varieties of fruit on them, some trees some vines. They are colloquially 
known in the community as ‘fruit salad’ blocks. The mechanisation of the industry 
during the 1970s and 1980s meant that the holdings needed to increase in size to 
maintain their viability. The mechanisation process was expensive and it wasn't cost 
effective purchasing the machinery unless it was needed for substantial plantings. The 
established growers either bought up land or sold out. Those who came new to the 
industry were often migrants and did so on loans from the banks. Increasingly people 
from the city were investing their redundancy package in a property, they saw life 
near the river as a good option (Haran 1993). They purchased only small properties 
which they hoped to run as a family business. In late 1992 there was a period of 
unseasonal rain resulting in floods, along with depressed fruit prices (Haran 1993). 
Things became desperate for many small growers:   
 
That came on top of depressed prices for fruit and price pressures from 
imported fruit ‘dumped’ here. "Those things have landed on top of people 
carrying enormous debt living in hope something will lead to recovery" said 
counsellor Duvnajk who claimed many growers were living on a pittance 
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well below the dole figure and "have in some cases a $14 000 payment to the 
banks looming." "There have been poor work practices by some people 
working the blocks up here, they constitute maybe one third of all growers 
and we class them as non-viable, they go under..." "Another third...are 
borderline viable...and we have a third who will get through". (Haran 1993 
p.17) 
 
Although referring to the larger regional area of which this community is a part, a 
clear indication of tough times is given. The changing nature of the market for fruit 
seen in the section above resulted in growers, especially the small growers facing 
bankruptcy as they didn't have the property size or the finance to change over to the 
fruit varieties that were sort or to mechanise their production processes. The drop in 
demand for dried fruit in the 1970s and  1980s meant growers were forced to change 
to varieties of grapes that would suit the rising wine industry. If an entire holding had 
to be replanted it could be three or four years before the grower could expect a return. 
On top of this there was a considerable capital outlay involved in changing over to 
new varieties. Neither of these is a one off situation as markets are changing 
constantly. As properties generally have several varieties of fruit, this could mean a 
continual process of replanting. There have been over the years some government 
assistance for redevelopment through vine and tree pull schemes. The success of these 
for each individual grower has increasingly depended on, underlying debt levels, the 
grower’s knowledge of fruit growing and their capability as financial managers.   
 
This whole restructuring process has resulted in an increasing number of large 
properties usually owned by large companies. Alternatively there are smaller family 
run properties where the entire family works on the property and income is subsidised 
by one or more family member having a part time, or sometimes full time job in the 
town. This has also resulted in a huge call on the Rural Counselling Service. This 
service is seen by the Federal Labor Government to be one related to issues of social 
justice. In  the Social Justice Strategy 1993 -94 (Keating & Howe 1993), a document 
which is part of the Budget papers, the financing of rural counselling services was 
given an extra $0.65 million, thus bringing the funding level to $3.95 million. This is 
surely an indication of the hardship the restructuring of the Australian economy is 
having on rural Australians. It should be noted, however, that Government grants 
don't cover the whole cost of the service. In the Murray Pioneer (Riverland 
counselling 1993) it was stated that: “in his report as chairman, Pastor Stephen 
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Trautwein, said that $20,000 needed to be raised in the next financial year to 
supplement the 50% government funding” (p.2). This fundraising was needed in a 
community that was already struggling. 
 
At another level this has had an effect on those who work on properties as labourers. 
These jobs are fast disappearing due, not only to mechanisation, but because of the 
need to keep production costs low. This has affected full time labourers, but it has 
been most dramatic in relation to casual harvest and pruning labour. Those who 
previously did these jobs have been left without any other source of income and have 
had to rely exclusively on social security benefits. This has had a direct influence on 
the rising levels of poverty in the community. A number of parents from the school 
indicated that they could no longer get the jobs on fruit properties that they once had 
been able to do. Some said they could get some casual night shift work at the cannery 
in a nearby town. This, however, depended on whether they had a car and childcare 
for their children.    
 
Restructuring has also occurred on the processing side of the industry. Historically 
this  industry had been in the hands of local co-operatives. In the 15 years prior to 
1994 this arrangement changed dramatically. As with the production side of the 
industry technology and globalisation were strong influences. Again it was a case of  
'get big or get out'. There are examples of this occurring from every sector of the 
processing industry. For example, the local co-operative winery has gone from a 
locally owned and based winery to become one of the largest wine producing 
companies in the country. Shares are listed on the Australian stock exchanges and the 
head office is far removed from the town. The local co-operative fruit packing house 
has shared a similar but less spectacular fate. This co-operative dealt in the packing of 
dried fruit and oranges. The fall in sales of dried fruit and the establishment in the 
town of a privately owned high tech orange packing plant both contributed to the co-
operative becoming unviable. In 1979 it amalgamated with another co-operative 
packing house in a nearby town. This was viable for a number of years, however, by 
the early 1990s the co-operative was again experiencing financial problems. In 1993 
it was announced that all the fruit packing co-operatives at the eastern end of the 
region would merge (Lennard 1993). This occurred to head off the banks moving in 
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due to excessive debt levels. These mergers come at a price and the unemployment 
figures in the community rose through the 1980s and early 1990s .   
 
The canning of fruit had occurred in the community prior to 1956, however, the only 
privately owned cannery in the community closed down in the late 1950s and the 
growers were left with nowhere to sell their fruit. This led to the establishment of a 
co-operative cannery in a nearby town, but the canning industry has been affected by 
changing market demand through out its life. It has gone from record sales in 1978 to 
an inability to remain viable in the mid 1980s. At this time the co-operative cannery 
in the neighbouring town was taken over by a local fruit juice company. It was a case 
of ‘take over’ or ‘go under’.  
 
The almond industry is one that has developed in the community, as an alternative to 
traditional fruit crops, in the last 20 years. In 1973 the first almond property was to be 
developed (Almond Project 1973, p.1). This industry, involving both the growing and 
processing of almonds, has grown over the years. One of the major processing plants 
was a co-operative. In the Murray Pioneer (Almond Co-op 1993) it was reported that 
this co-operative was to become an unlisted public company from the beginning of 
1994. This is another example of the changes economic rationalist policies are having 
on the organisation of the fruit/nut processing industry.  
 
New businesses have been encouraged to develop in the community. In 1984 a 
Development Council was established at the regional level to actively attract  new 
businesses to the region. Further discussion of the role of this Council is taken up in 
the following section. New businesses have moved to the area since 1984, however, 
these businesses state up front in the media that they want to employ only minimum 
numbers of permanent full time workers. Such a view is reflected in the continuing 
high unemployment rate in the community. In January of 1994 it was 11.9% (King 
1994). 
 
Economic rationalist trends are also evident in relation to the services supplied by 
government within the community. This is seen in the data at all three levels of 
government, federal, state and local. In the years between 1956 and the mid 1980s the 
community saw the establishment of a large number of government funded services. 
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These included a  CES (Commonwealth Employment Service) office, advisory 
services from the Department of Agriculture and an Adult Education Centre (later 
TAFE ). By the early 1990s all of these services had moved their head offices to a 
neighbouring town leaving the community with only small agencies. These moves 
were made in the name of streamlining services. With no inter town bus service it was 
hard for many to access the services.  Health services have also undergone changes 
with a regional hospital being built in a neighbouring town. Funding for the local 
community hospital was, in 1994, under threat as were many of its services.  
 
The public housing market changed a good deal in the years covered by this study. 
During the 1970s (‘Sale of 101 acres 1974) a large number of houses were built by 
the Housing Trust in the community. The majority of these houses were built on 
former fruit property land to the west of the town centre. Newspaper reports indicate 
that throughout the 1980s the amount of public housing being constructed began to 
fall, and by the 1990s  there was no development of public housing in the community 
at all. 
 
It is perhaps in the area of local government that the biggest changes have occurred. 
During the 1970s and 1980s there was an expansion in the services the local 
Corporation were providing to the community. According to the CEO the capital cost 
of  facilities such as a Public Library, a Recreation Centre and a Swimming Centre, 
were met largely by Commonwealth grants. The services themselves were run by the 
Council, as was the maintenance of roads and parks and gardens. The early 1990s saw 
dramatic changes in the operation of the council. Public facilities, with the exception 
of the Public Library, were 'privatised'. An outcry from residents prevented the 
leasing out of the library. This process had begun in the 1980s with recreational 
facilities being leased out, however, in the 1990s some of the key roles of council 
were 'privatised’, these included the maintenance of the town's roads and its parks and 
gardens. The Council workforce dropped from 56 in 1991 to just 20 by the middle of 
1994. This has been largely due to the restructuring that has taken place along with 
the introduction of new technology. 
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The CEO felt these changes had had a profound influence on his job. It is worth 
keeping in mind when reading the following quote that it was his job to carry out the 
numerous retrenchments that have occurred: 
 
Going back some years the role seemed to centre more sort of on task matters 
making sure the task was done and that hasn't changed but today I find that 
I've got to put more time and effort into understanding people staff, 
councillors, community, to try and find out how they think and feel about 
different issues  I find that quite a task to take on because it's meant a re-
learning re-thinking for myself to be able to um understand human 
relationships how people react to situations and of course we are going 
through a lot of change as a result of moving from um to a contracting 
operation and technology in terms of computer systems 
 
This indicates a number of issues which shows the inter-relationship between 
technology and economic rationalism. It also alludes to the personal stress related to 
living in ‘new times’. It is worth noting that several months after this interview the 
CEO himself resigned from his position. 
 
In the years prior to 1994 a change has been witnessed in the services provided on a 
private level. Many of these changes relate directly to the economic climate. Trends 
in this area have had negative effects, however, there is an up side in the increase in 
the number of services provided by small business. A walk along the main streets of 
the town gives one an idea of the new businesses. They include shops selling 
computer hard and soft ware and video shops, which hire out videos as well as video 
games. In addition there are increasing numbers of discount stores selling a variety of 
items from clothes to furniture. On the down side, a number of branches of large 
companies such as banks have rationalised their services and now only have one 
branch in the whole region. This community, not being central to the region, no 
longer has branches of all the major banks. This is an issue for anyone without a car, 
as there is no form of public transport between towns in the region. Those who are 
disadvantaged are the poor. In retailing, a number of the older shops have closed their 
doors with the coming of branches of a national supermarket chain and a number of 
discount stores. There is however, a definite expansion in the variety of goods and 
services in the town. 
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The reading of policy documents from both the federal and state spheres show very 
clearly that the purposes of schools are fast being tied to the economic future of the 
country. Educational policies are micro economic reforms, thus ideologically linked 
to economic rationalism. This is seen by the way policy is setting schools to become 
vehicles for the economic readjustment of the country. Before looking at a number of 
documents in more detail I want to briefly consider the issue of policy and its 
relationship to schools. 
 
As was outlined earlier, the 1980s, especially since the Accord of 1983, were a time 
when economic rationalism, along with human capital theories (Dudley & Vidovich  
1995), guided the development of education policy. In May of 1988 the then Federal 
Minister for Employment Education and Training, John Dawkins, released the 
document Strengthening Australia’s Schools: A Consideration of the Focus and 
Content of Schooling (Dawkins 1988). Its aim was to provide a blue print for 
education in Australia as it heads towards the new millennium.  In the Foreword to 
the document Dawkins indicated that schools play a critical role in the nature of both 
Australia's society and its economy. He went on to say:  
 
The Government is now considering the role of schools more broadly, in the 
context of a society undergoing significant social and economic adjustment. 
Parents, young people themselves, and the community generally have a right 
to expect schools to provide young Australians with the knowledge and skills 
they will need in life. We must continually look for ways to improve the 
quality, relevance and effectiveness of schools throughout Australia. 
(Dawkins 1988, p.i) 
 
This gives an indication that the Minister saw Australia entering a time in which 
schools would need to adjust. This is further indicated in the final paragraph of the 
Foreword when Dawkins states that he looks: “forward to the shared commitment of 
governments, administrators, teachers, students parents, business and the community 
more generally to a cooperative effort across the nation to strengthen Australia's 
schools” (Dawkins 1988, p i). This indicates the linking of schools to business. The 
linking of the areas of employment education and training into one department would 
seem to be an indication of the direction the Federal Labor Government saw for 
schools.  
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The Policy document begins by asserting that schools have always played a key role 
in the intellectual and social development of children. This role would be maintained 
but schools were also expected to play a crucial role in the economic development of 
the country: “Schools are the starting point of an integrated education and training 
structure in the economy. They provide the foundation on which a well-informed, 
compassionate and cohesive society is built. They also form the basis of a more 
highly skilled adaptive and productive workforce” ( Dawkins 1988, p.2). In essence 
schools were being asked to put their weight behind the economic development of the 
country at a time when lifelong learning was becoming a necessary requisite for 
retraining and re-skilling for fast changing jobs. In addition, schools were being asked 
to do more with existing resources as there was no increase in funding to implement 
the changes. 
 
Within the document, it was acknowledged that it is not the Commonwealth that had 
the prime responsibility for policy making in relation to schools. It does, however, 
indicate that it does have some responsibility to provide leadership. In an attempt to 
do this the document suggests there needs to be a national effort to strengthen 
schools. This it sees occurring through the co-operation of the State and the Federal 
Governments. This co-operation, it asserts, should result in the development of a clear 
statement related to the purposes of schools. Schools are responsible for: 
 
 - preparing young people for fulfilling personal lives and active membership 
of the community; 
- preparing all students to take their place in a skilled and adaptable 
workforce in which further education and training throughout their working 
lives will become the norm; and 
- playing their part in overcoming disadvantage and achieving fairness in our 
society. (Dawkins 1988, p.4) 
 
Although addressing the socialising aspect of education the economic future of the 
country is also given a high priority. These purposes can be fulfilled, the document 
indicates, by the development of a common curriculum framework which is: "relevant 
for our time and place in the world" (Dawkins 1988, p.4). This curriculum although 
common across the Australian States would be flexible enough to allow for specific 
needs in different parts of the country. This common curriculum would further 
address the needs of the increasing mobility of the Australian people who travel 
across State borders in relation to employment. The curriculum would emphasise the 
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need for higher levels of literacy, numeracy and analytical skills as needs in the 
workforce change. It is an indication of the need for Australia to pursue a high-tech 
future as the ‘clever country’. Along with the curriculum would come a criteria for 
assessment of the objectives of the curriculum.  
 
What we see here in this document is the birth of the ten National Goals for Schooling 
in Australia. These goals were agreed on by all Australian Ministers of Education in 
April 1989. In the wake of these goals came the nationally developed Statements and 
Profiles for Australian Schools. The case study school began the implementation of 
these Statements and Profiles in 1994.   
 
What one sees from the Strengthening Australia’s Schools: A Consideration of the 
Focus and Content of Schooling (Dawkins 1988) policy document is the setting of a 
national agenda in education. The reasons for this national agenda are, in the rhetoric 
of the document, largely connected with the improved economic prosperity of the 
nation. By drawing together, employment, education and training and by talking in 
terms of life long learning and the formation of: "a more highly skilled, adaptive and 
productive workforce" (Dawkins 1988, p.2) this document points to Australia's 
economic salvation being tied to an education system which is increasingly national 
in its outlook. The purposes of schools are also guided by the economic agenda of the 
nation, one that points towards restructuring of the way in which schools operate. 
 
This linking of education to economic policy can also be seen in policy documents 
aimed more directly at social justice. One such document from the Federal Labor 
Government was Towards a Fairer Australia: Social Justice under Labor 
(Department of Finance and Department of the Prime Minister and Cabinet 1988). 
This document reviewed the Government's achievements and set out policy in relation 
to large array of areas; employment, education and training, social security, taxation, 
health, housing, community services, working conditions, legal rights, Aborigines and 
Torres Strait Islanders, women, multiculturalism and Veterans. Within this policy 
document the concept of social justice was seen to have four principle elements:  
 
This government's fundamental objective is to develop a fairer, more 
prosperous and more just society: A society in which every Australian 
receives a fair share of the nation's growing wealth. The four key elements of 
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a just society are: equity in the distribution of economic resources; equality of 
civil, legal and industrial rights; fair and equal access to essential service's 
such as housing, health and education; and the opportunity or participation 
by all in personal development, community life and decision making. The 
Government...is committed to taking the broad strategic action required to 
achieve social justice. It is committed to making social justice both a primary 
goal of economic policy and an indispensable element in achieving economic 
policy objectives (Department of Finance and Department of the Prime 
Minister and Cabinet 1988, vi & vii emphasis added) 
 
This gives a clear indication that there is a direct link between social justice, 
education and economic policy. One would, however, have to question whether this 
commitment is having any effect when statistics from 1992 show that the top 30% of 
households controlled 55% of the income (Mackay 1993) and only 5% of Australians 
own up to 50% of the country’s wealth (Connell 1991). 
  
In the early 1990s, as a part of the Federal Government Budget papers, a social justice 
strategy for the coming financial year was developed. This strategy claimed that: 
 
Social justice is a major strategic objective of the Federal Labor Government. 
Social justice in this term of Government will provide a framework for the 
development of economic and social policy in a co-ordinated way. The key to 
great social justice is closer integration of social and economic policy. The 
Social Justice  Strategy will be concerned not only with economic growth but 
with the fair distribution of that growth. It will develop active strategies to 
redress inequities in Australian society and achieve a fairer distribution of 
economic and social resources among all Australians. (Keating & Howe, 
1993), p.4.) 
 
This again demonstrates the linking of social and economic policy the roots of which 
are in the Accord of 1983. It also lends support to the view that social justice 
strategies are tailored to address issues beyond the amelioration of social 
disadvantage and are in fact integral to the government's whole economic strategy.  
 
As will become clear this is also true for the way social justice has been 
conceptualised within education. In the document discussed earlier, Strengthening 
Australia's Schools: A Consideration of the Focus and Content of Schooling 
(Dawkins 1988), the issues of social justice was raised under the banner of equity and 
related to all students completing Year 12. It would seem to follow the notion that 
underpins much of this document in that more education is better and it is a way to 
support the push towards the ‘clever country’, which in turn will be Australia's 
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economic salvation. The document talks in terms of ‘meeting the needs’ of 
disadvantaged groups, these groups are defined as those from low socio-economic 
and ethnic backgrounds, Aboriginal students  and those disadvantaged by their 
location, that is, rural students. Mention is also made of the need to ensure improved 
educational outcomes for girls with the result that they will be encouraged to 
participate in: "a broad range of economic activity" (Dawkins 1988, p.6).  
 
In the Social Justice Strategy 1993 - 94 (Keating & Howe 1993) seven ‘New 
Directions’ were highlighted. They included, reducing unemployment, strengthening 
the workforce, justice for indigenous Australians, recognising the changing role of 
women, building better urban and regional environments, building on our social 
services and improving the justice system. These directions also highlight the inter-
relationship the government saw between social justice and the economic, clearly an 
economic rationalist view. One direction related to the changing role of women in the 
workforce. Another related to women in education and training: “Education and 
training are vital for Australia if we are to achieve high levels of economic 
growth...Access to education and training is a key to employment” (Keating & Howe 
1993, p.7).We see again a direct link between education and the economy.  Education 
is to be used to assist in the building of a national economy which will achieve "fairer 
distribution of economic and social resources among all Australians" (Keating & 
Howe 1993, p.4). 
 
Federal Government policy related to the rural sector doesn't escape the economic 
rationalists stamp either. The document A Fair Go: The Federal Government's 
Strategy for Rural Education and Training (Dawkins & Kerin 1988) acknowledges 
the special needs of those living in rural areas. It also makes clear links between 
education and training and economic policy. It aims to, largely through compensatory 
schemes, increase the level of participation in education by young people living in 
rural Australia. It should be noted that in terms of this policy document, rural is 
defined as areas outside the capital cities and the other major metropolitan areas of 
Geelong, Gold Coast, Newcastle and Wollongong (Dawkins & Kerin 1988).  
 
It would seem then that the major thrust of social justice and education policy 
nationally, is to see it closely linked to the future of Australia's economy. Education 
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and training are seen as a way to establish a new economic base in Australia in the 
coming years. One that relies on workers who are skilled and adaptable This position 
is echoed in South Australia. Educating for the 21st Century A Charter for Public 
Schooling in South Australia (Education Department of South Australia 1990) was 
released in November of 1990. Although the state saw a change in government in late 
1993  this policy document, remained current in 1995. The charter is based on the 
premise that: “All young people in South Australia have the right to gain, through the 
public schooling system, a broad and balanced education that prepares them for 
effective participation in society” (Education Department of South Australia 1990, 
p.5). The document itself aims to set out the:  
 
…ideals and aims that we hold today for the education of children who will 
leave school in the 21st century. It also looks to the national interest. The 
Education Department of South Australia is committed to the vision of a 
future in which the students of today will play a key role in making Australia 
a culturally rich and competitive nation.(Education Department of South 
Australia 1990, p.1.) 
 
We see in state level policy the same commitment to the national economic direction. 
In 1993, in line with national trends, South Australia saw the creation of one 
department covering employment, education and training, DEETSA (Department of 
Employment Education and Training South Australia). DEETSA was to provide 
South Australians with child care, education, vocational training, employment and 
youth services. Following the December 1993 election of a Liberal Government 
DEETSA was again re-configured with the new DECS (Department for Education 
and Children’s Services) established. This new Department was concerned with 
education and children's services such as child care.   
 
Schools, in policy documents, are seen as the initial education and training ground for 
a generation of students who will be life long learners. The school is the place where 
students will learn the necessary knowledge skills and understandings, that will lead 
to a workforce which is competitive on the global scale. 
 
Another aspect of the effect economic rationalism is having on education, is to do 
with the way schools are administrated. The trend is towards administering schools as 
corporations. This can be seen in the vocabulary that is creeping into schools, 
 
 137
especially at the administration level. Words such as; key objectives, targeted groups 
measurable outcomes, development planning and action planning, are now a part of 
the regular administrative vocabulary. It would seem these words would be more at 
home in a corporate boardroom than a school staffroom.    
 
Smaller state education budgets have affected the school in the sense that staff were 
being required to 'do more with the same amount'. One area in which this was 
noticeable was in the field of Special Education. Whereas in the past the school had 
teachers appointed to the staff to take up all aspects of this specialised field, they now 
find they have to cope with less permanent staff and visiting teachers, who work 
throughout the district. In the 1970s,  schools were supported by a District Education 
Offices. Today, although these Offices still exist they no longer have curriculum 
advisory staff, with the exception of behaviour management services. The Offices 
now function very much as accountability centres. While recurrent funding  from the 
State Government fell in the early 1990s, funds for special projects rose. In April of 
1990 the school was advised it would, from 1991, become a part of the DSP through 
PP, the name used in South Australia until the end of 1993 for the DSP. This brought 
in additional funding. In 1992 it was able to access the LEFS Program, again this 
meant increased funding. It wasn't long, though, before the falling state budgetary 
allocations became obvious. Programs, such as the DSP and LEFS require 
administration and the school found they were having to do more administration jobs 
in the same amount of time. Submissions needed to be written and spending of and/or 
use of resources needed to be accounted for and documentation prepared.  
 
In the early 1990s the school lost a number of portable buildings, they were deemed 
to be in ‘excess’, they didn’t house classes, so they were removed from the school. 
The decision that they were no longer needed was made, not by the school but by the 
Education Department. To overcome these difficulties and also to avoid forced 
amalgamation, the school is increasingly working in co-operation with the adjoining 
Junior Primary School. The schools are sharing staff and buildings and are developing 
joint submissions to gain more funds.  
 
At another economic level, the notion of the school promoting itself as a business has 
become evident. The school found  that increasing numbers of parents are choosing to 
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send their children to schools in the town they perceive to be 'better' in some way. It's 
hard to 'sell' a DSP school. 
  
Interview data revealed that the students of the school community saw a strong link 
between economic issues and education. They saw education as being of direct 
relevance to them  when they entered the job market. This was something that was on 
nearly every student's mind. Most felt that doing well at school was the only hope 
they had of securing a job. When asked about the purposes of schools students made 
links between education and a job:  
 
- to educate children like myself and other kids to give them a better chance 
of getting a job...they teach you how to read and write add up 
subtract…cultural things  
- to get a good education so it's easier to get a job you get told if you don't 
work hard at school it will be harder to get a job 
- need to learn how to read and write and do maths so you can get a job when 
you grow up  
- to teach kids so they can get a job in the future so they can cope with the 
future 
 
This relationship between success at school and success in the job market was very 
strong, particularly among the upper primary students. Although parents didn't 
mention such a relationship in the interviews, it was clear from what the students said 
that they had picked up the relationship between these two from home. One parent felt 
strongly about the links between education and the future job prospects of his 
children:  
 
…also an understanding of themselves and what the world is like outside 
what's expected in terms of work environment um and a way of relating to 
people...social aspect of relating...career opportunities what the world is like 
when they leave school so that the transition from school to the work place 
isn't too much of a culture shock 
 
Only one teacher made a direct reference to the economic question: “I think 
schools are places where kids are socialised into the social mores of society um also 
more and more schools are perceived to be places where kids are trained in such a 
way that they will suit the needs of the economy”. The teacher went on to say: “I 
think we have gone sadly passed the time when the perception is that learning is 
inherently good...in these times of economic rationalism that isn't the case”. The 
 
 139
implications of economic rationalism were clearly playing on this teacher’s mind. He 
went further saying that the shape of schools in the future: “depends very much on the 
whims of industry...I think schools will produce a very minimalist education that will 
privilege a few and create more and more alienated kids”. Another teacher, when 
discussing the purposes of schools, felt work education (teaching students about 
different job choices) was important right from the beginning of school. One teacher 
felt schools were to some extent serving the needs of the economy by providing a 
child minding facility. These reactions from teachers in some way reflect a feeling of 
inevitability about the rise of economic rationalism and for one particular teacher, 
feelings of frustration accompanied this. 
  
Economic rationalist tendencies featured strongly in the local community as well as in 
educational policy and practice. One issues that was evident in the data from both the 
community and education policy/ practice was the notion of competition. The 
competition pushed through the following of an economic rationalist agenda is one 
that is very individualistic in nature. Whether it be in fruit growing, the jobs market or 
in relation to education. To be successful one is required to beat the competition. The 
quotes from the students above revealed that it was up to them as individuals to do 
well at school if they were to be successful in gaining a job. Such an individualistic 
ethos has implications for the feelings of self worth of those who don't succeed. It also 
has broad implications for society as a whole. The promotion of individual 
competition while at the same time talking of social justice is a paradox, if one 
considers social justice as being in any way a path to the amelioration of disadvantage 
for particular groups in society.  
 
4.2.4 Bureaucratic Rationalism 
 
The rise of a bureaucratic style in both the public and private sphere is a further force 
in the dominant current. It is closely linked to economic rationalism and the more 
corporate style that has developed since the election of the Hawke Labor Government 
in 1983. This style filters through to the school in the form of the administrative style 
connected to the day to day operation of the school and to the way funding is 
allocated for specific programs. It is also seen at the community level. I want to use 
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here two specific examples of the way that bureaucratic rationality operates. The first 
is from the community. It relates to the State Government encouraging the local 
region to take steps to alleviate the problems caused by restructuring. The second is 
an example from the school, relating to a program funded by the DSP and aimed at 
encouraging more parents, especially those experiencing socio-economic difficulties, 
to come into the school. The hope was that this would improve the learning of their 
children. 
 
First, to the community example that concerns the formation of the ‘Redevelopment 
Council’. It shows that the forces of economic and bureaucratic rationalism are 
interconnected. The leading story in the Murray Pioneer 8 May 1984 (New Plan for 
1984) was the release by the state Premier of a report on the region’s development. 
The report recommended that the region, of which this community is a part, needed, 
as a matter of urgency a redevelopment plan. To develop and implement the changes 
a Redevelopment Council was, with the aid of state funds, to be established. The other 
major recommendations of the report were that this Council: 
 
Provide advice to government on redevelopment needs and facilitate 
redevelopment by coordinating government services in liaison with industry 
organisations and community groups in the region; Provide advice on 
marketing and markets, including the prospects for new crops and industries 
and encourage and coordinate market research and investigation; and 
Actively foster community understanding of the need for redevelopment and 
the council's role in it. (New Plan for 1984, p.1) 
 
The Government was recommending and facilitating the establishment of a body in 
the region to oversee its redevelopment. From the tone of the article it appeared that 
the assumption was that all the towns would agree to the plan because they were told 
it was their only hope. A number of recommendations seen as urgent were listed: 
 
Prepare an overall redevelopment strategy. The strategy should take into 
account existing knowledge and community views on redevelopment and 
government policy and should provide the desirable direction of a 
redevelopment program; Foster community understanding of the need for 
redevelopment and the council's redevelopment strategy; 
Provide advice to government on the current economic and social status of the 
... and the likely impact of any changes to government policy on ... industries; 
Investigate market prospects for existing and new crops and provide this 
information to growers and processors; 
Develop and implement restructuring measures, taking into account the current 
viability of fruit blocks, supply and demand for products, the physical structure 
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of irrigation areas and the social and educational services provided in the area. 
These measures could include options for block redevelopment and 
encouragement for non-viable growers to leave the industry; 
Provide special courses and facilities for retraining in such areas as business 
and technical skills;  
Provide social measures which ease adjustment pressures and provide 
alternatives for growers who no longer wish to continue in fruit-growing. 
Provide adjustment counselling for those seeking to leave the industry; 
 Investigate the advantages and practicability of the land and water bank 
concept and with relevant government departments take steps to implement it if 
considered appropriate; 
Initiate approaches to and seek the support of persons and organisations 
involved in tourism and other industry sectors to ensure that their initiatives are 
consistent with the overall strategy for redevelopment; and 
Identify new industries that may be suitable for the ... area.  
(New Plan for 1984, p.1) 
 
This lengthy quote gives an excellent example of the bureaucratic style adopted in 
Australia in the 1980s, here too perhaps we can use the Economic Summit and the 
Accord of 1983 at a marker. As well as revealing much about bureaucratic rationalism 
the quote makes links to other issues of the dominant logic, technology, globalism and 
economic rationalism. 
 
Some of the themes carried in the above quote are also evident in education and social 
justice policy at a federal and state level. These themes relate to the future economic 
well being of the country. They include the close ties between education, training and 
industry, and the need for restructuring and redevelopment. The article (New Plan for 
1984) went on to discuss accountability aspects of the Council including meeting 
deadlines for developing its structure, role and function. Also outlined was the 
requirement for annual reviews to be reported to the relevant Minister and that a 
major review occur every three years.  
 
This 'story' of the inception of the regions Development Council provides a clear 
example of the bureaucratic style adopted by governments from the 1980s on. It also 
highlights some key ways of operating that are associated with the bureaucratic style. 
These include; strategy, planning, needs analysis, accountability processes and 
timelines. As we saw earlier key words in education in the 1990s reflect the issues of 
economic and bureaucratic rationalism. They include; efficiency, effectiveness, 
performance indicators, international competitiveness, national curriculum and 
devolution (Kenway with Bigum, Fitzclarence & Crocker 1993). These key words are 
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reflected in the policy statements which have emerged in relation to social justice and 
education. This 'style' is echoed within the school in concepts such as: vision 
statement, whole school change, school development plan, needs analysis, 
submissions, measurable outcomes, targeted groups, accountability and networking. 
 
The Social Justice Action Plan (Education Department of South Australia 1992) 
recognises: 
• School Card Holders (Students whose families are suffering  economic 
hardship)  
• Aboriginal students 
• New arrivals from non - English speaking backgrounds who have come to 
Australia under the Family Program or Special Humanitarian Program 
• Students with severe and multiple disabilities 
• Students at risk of leaving school early 
• Victims of abuse  
• Pregnant girls and teenage mothers  
• Students of itinerant families 
These 'targeted' groups are seen as the most disadvantaged educationally. It is these 
students that the policy saw as having least access to education, to achieve academic 
success or to continue on to further education. Schools were instructed to set 
improvement targets related to access, participation, and achievement retention, 
gather statistics in relation to these areas and to report to the system how well they 
met their preset targets. The policy of ‘targeting’ focusses on an input, throughput, 
output mentality and thus fails to address the deeper issues of what knowledge and 
practice is underlying the injustices which are occurring (Fitzclarence & Kenway 
1993). To this extent then such a process obscures the root causes of injustices and 
makes only superficial changes to them. So, while targeting can have benefits, it has 
the overall effect of legitimating policy while obscuring its limitations (Fitzclarence 
& Kenway  1993). As will be seen in the next chapter students ‘targeted’ are more 
likely to be linked to the marginal currents than to be a part of the dominant current. 
 
Turning now to the example from within the school.  By tracking the establishment of 
one of the programs set up in the school in the name of social justice it is possible to 
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see how the bureaucratic style has operated on and in the school. To contextualise the 
issue of parent participation in the school it is necessary to provide some background 
to the school's  participation in the DSP because it was inclusion in this Program 
which  saw parent participation become an issue for the school. 
 
As was mentioned earlier the school became a part of the DSP through PP in 1991.  
The objective of the program was: “to assist schools and school community groups 
improve the educational participation, learning outcomes and personal development 
of young people disadvantaged by socio-economic circumstances” (Department of 
Employment, Education and Training 1990, p.40). Inclusion in this program meant a 
number of things to the school. Firstly, it was an indication that the school was 
reflecting the economic problems of the town, becoming a PP school meant it was 
among the poorest 15% of schools in the state. Secondly, it meant that the school 
would be eligible to receive additional funding, there would be a Base Grant of  $5 
per SCH and the school could write submissions to obtain funds for special projects. 
 
In May of 1990 a two day compulsory conference was held in Adelaide for schools 
new to PP. This conference was attended by the Principal, a parent and a teacher from 
the school. I was the teacher representative. The aim of the conference was to 
introduce the schools new to the PP Program to its ethos. There were three clear 
messages to schools. The first concerned the importance of parent participation. The 
second related to the school being compelled to have a PP Committee which reflected 
its socio-cultural background. It was the job of this committee to administer PP funds 
at a school level.  The third message to schools related to the writing of submissions 
for funding. Schools  were told that they would have to write submissions, which met 
Commonwealth guidelines, to gain the bulk of funding. What is already evident about 
the program is that a certain agenda is being imposed on schools; follow it or you 
don't receive any extra funding. In addition another bureaucratic level is imposed in 
the form of a school based management committee. 
 
It was decided by the school that the initial focus would be parent participation and 
that the school needed to begin by canvassing the ideas of parents about how the 
school could better meet their needs, that is, conduct some sort of survey, a needs 
analysis. To do this funds were sought from PP via a submission. The submission had 
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to be written to specific guidelines including the school having parent participation on 
its SDP and it had to specifically address the needs of those living in poverty. Being 
new to PP the school wasn't familiar with the way a submission was written, one 
teacher commented that it was like: “knowing and then cracking the code”. The 
school was not successful with this first submission, however, a small amount of 
money was allocated to help with the survey.  
 
The survey was devised and conducted during May and June of 1991; it was 
conducted by a small number of staff and parent volunteers from each classroom. 
Following the collation of the survey a report was written which guided the 
application for funds in 1992  The submission writing for the 1992 allocation of funds 
was more successful, the school had ‘cracked the code’. A teacher was appointed, part 
time, to co-ordinate the parent participation aspect of the schools ‘whole school 
change’ program. I was the appointed teacher so I am actually looking at this program 
from the inside out. My first task was to write an action plan for the program and to 
develop a role statement for myself. In addition I was to develop a plan for 
documentation and liaise with the School Treasurer in relation to financial 
accountability. What can be seen here is a clear bureaucratic structure in operation. 
This program continued into 1993 with another successful application for funds. In 
1993 as well as a teacher co-ordinating the program a CLW was appointed. This 
person was a parent in the school and her specific role was to encourage the 
participation of parents in the school. 
 
Funding of the parent participation initiative presents an example of some aspects of a 
bureaucratic style. The school had to know how to 'jump through hoops' to gain funds 
and they had to have the knowledge to be able to make these jumps. In addition, any 
program that was set up had to be documented and financial accountability statements 
prepared. The documentation process is time consuming and the questions in the 
documenter’s mind included: ‘Who's going to read this?’ ‘Is any one going to read 
this?’ ‘Why am I doing this?’ At the same time as documenting the current years 
outcomes the school was required to write submissions for the following years funds. 
Thus a good deal of time was spent on bureaucratic procedures to show ones 
‘worthiness for funding’. 
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It is clear from the two examples, one community based and one school based that 
bureaucratic rationalism is an issue of the dominant current.  
  
4.3 Summary 
 
The dominant current is drawn along by the intellectually trained and features issues 
to do with technology, globalisation, economic rationalism and bureaucratic 
rationalism. The complexity of the dominant current is seen in the work of Hinkson 
(1993b) who sees economic rationalism as not: 
 
…simply a market strategy, implying a solution drawing on the familiar 
equation of state intervention verses market freedom, it is an aspect of a 
larger transformation which is sometimes spoken of as a knowledge or 
information revolution. This approach allows one to see various institutional 
developments and social practices as significantly interrelated: economic 
rationality, the communications revolution, internationalisation, high-tech 
production, media politics, person-centred self-formative processes. (Hinkson 
1993b, p.16) 
 
Economic rationality is a cogent feature of the dominant current as is the 
techno/science revolution. This revolution being synonymous with what I have called 
technology and what Hinkson (1993a, 1993b) variously calls the knowledge, 
communication, information revolution.  Economic rationalism is the feature we can 
not help but see in daily life no matter where we are or what we are doing. It is the 
force that appears to be driving many of the government sponsored issues related to 
social justice. It does, however flow with the other issues of the dominant current.  
 
 146
Chapter 5. 
The Marginal Currents   
 
Looking down from the bridge into the river, I see not only the dominant current but 
also a number of marginal currents. These currents are emerging from around the tree 
roots and the boats that are moored along the river's banks. They are not as strong or 
as powerful as the dominant current. They must, however, compete with the dominant 
current for their place in the continual flow of the river.   
 
There are two main social groups found in the marginal currents, the unemployed and 
the under-employed and there are a number of issues that emerge in relation to the 
marginalisation of these social groups. These issues relate to; housing, the black 
economy, poverty and the survival of rural communities.  The discussion in this 
chapter centres initially on the marginal social groups then turns to the issues which 
have emerged from the data. 
  
5.1 The Marginal Social Groups 
 
There are two marginal social groups that emerged from the data they are; the 
unemployed and the under-employed. The data also reveal evidence of people moving 
back and forth between these two groups. The ‘Story’ of Margaret, a sole parent, is an 
example of this.  
 
5.1.1 The ‘Story’ of Margaret 
 
Although told as the ‘Story’ of Margaret it is not the story of one person, rather it is, 
following the style of Connell (1985), a cameo of a number of mothers’ stories, a 
composite biography. The reason for this is to protect the confidentiality of those 
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involved. Before turning to the story it is useful to  contextualize someone such as 
Margaret with in the community. 
 
With the re-configuration of families, which has occurred in recent years (Mackay, 
1993), there has been a rise in the number of sole parent families. Many such families 
are likely to experience poverty for periods of time, or as an ongoing aspect of their 
lives. Davis (1991) chronicles the poor support such families have been afforded in 
recent years showing that not only are the levels of support inadequate, but the rules 
governing extra income actually discourage sole parents from attempting to earn their 
way out of poverty. Another aspect taken up by Davis (1991) is the intrusive and 
repressive reporting requirements on sole parents by government agencies; they are 
such that one could see poverty as a crime.  
 
The numbers of sole parent families living in the community mirrors the rise that has 
been seen nationally. Nationally, sole parent families have increased. In the 1976 
Census 6% of families had a sole parent, by 1986 it had risen to 9% of families 
(Castles 1992). In 1991 87% of sole parent families were headed by women (Castles 
1992). At the community level, statistics relating to sole parents only became 
available from the 1981 Census. This is perhaps an indication that such a category of 
family has only,  since 1981 been a consideration in the community. Table  5.1.1a  
shows single parent families with dependent children. It indicates that in the 10 years 
between 1981 and 1991 there was nearly a doubling of the number of sole parent 
families in the community. 
 
Table 5.1.1a  Sole Parent Families 
Number 1981 1991 
with dependent children 97 177 
Australian Bureau of Statistics 
 
Statistics from the 1991 Census for sole parent families show that income levels are in 
the lower range of the scale. 
 
 
 
Table 5.1.1b Income Levels of Sole Parent Families 1991 
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Income Levels in $1 000s Number 
0 - 12 80 
13 - 20 67 
21 - 30 21 
31 - 40 6 
Not Stated 3 
 Australian Bureau of Statistics 
 
These levels would indicate that incomes of sole parents are very much at the lower 
end of the income scale pointing to the issue of poverty in these families. 
 
Black (1993) wrote a short article in the Murray Pioneer on how the Women's Health 
Service was endeavouring to assist sole mothers. The Women's Health Service is a 
body that receives funds on a regional level. This article was about assistance for the 
sole mothers in the community under study. The article outlined what the Women’s 
Health Service was attempting to do. Following the sole mothers filling out a 
questionnaire they were invited to an 'informal afternoon' at which they would be 
able: “to air your views, meet people in a similar situation to your own, possibly help 
yourself, your children, and others” (Black 1993, p.2). Child care was arranged and 
mothers were also offered the chance to meet with the organiser on an individual 
basis to discuss their needs. This example illustrates the establishment of self help 
groups of people sharing common problems. Another community group that has 
developed in the last 10 years is one that aims at the social side of life. This group, 
called Parents without Partners advertise social events on the local ABC Radio 
community announcements each week. 
 
With these issues in mind let me return to the ‘Story’ of Margaret. Margaret is a 
single mother with a child attending the school and another attending the 
neighbouring Junior Primary School. While not typical of the parents of the school, 
she is typical of the parents the school was aiming to involve in the decision making 
processes. Margaret was a single parent, living on a pension and picking up part time 
work in the fruit industry, picking, orange packing or pruning, She took this casual 
work whenever she could, however, she felt opportunities were drying up year by 
year. During the time she was a parent in the school she spent some time living with a 
partner but the relationship didn't work out.  
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In February of 1992, when she was visiting the School Counsellor, Margaret was 
asked if she would like to join the Parent Room Committee. After some 
encouragement from the School Counsellor and an assurance that her neighbour, with 
whom she was friendly and who had agreed to be a part of the Committee, she agreed 
to consider the idea. Margaret turned up to the Committee’s first meeting with her 
neighbour. She was quite straight from the start and asserted that she wanted no part 
of having to "write or anything" but she thought the idea of a Parent Room was a 
good one and she would throw her support behind it.   
 
Over the following months Margaret became a regular visitor to the school often 
calling in the morning for a few words with teachers and other parents. During this 
time it became clear that she felt strongly about her children receiving the kind of 
education she had missed out on. Her eldest son, Steven, was experiencing problems 
at school and at that time was receiving assistance from the Special Education 
Support Teacher. Margaret was concerned about his progress, especially with reading 
and writing, and her inability to help him because she was ‘dyslexic’. It was 
suggested to Margaret that in the three hours per week that Steven spent in a small 
group with the Special Education Support Teacher she come in and help. Initially she 
was reluctant as she felt she had nothing to offer; it was explained that by just being 
there and sitting with her son she may have a positive impact on his learning. 
Margaret began sitting in on lessons and after several months mentioned that she too 
was learning from being there. At the same time she became involved in other school 
events and was willing to share her considerable artistic skills with other parents and 
students. She became involved in the lunch time electives program where parents ran 
activities for students. She also encouraged a number of her friends with children at 
the school to become involved. 
 
Margaret was also keen that the school have activities for the children that would 
raise money to buy them: "little extra things". She felt this happened at the Junior 
Primary School but not at the Primary School. Having a child in each school she felt 
the one at Primary School was missing out. The types of activities that concerned her 
were special sausage days and stalls to buy presents for Mother's and Father's Day 
along with the annual Christmas Party and the visit of Father Christmas. In May she 
expressed a desire to set up a Parents’ Club in the school to take on the organisation 
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of these activities. Several mothers supported her in this endeavour. She arranged for 
a group of parents to meet with the Principal to discuss it. What emerged from that 
meeting was a reaction of, ‘you can do it but you're on your own’. The Club never 
eventuated, however, in the third term Margaret along with a small group of parents 
organised a Father's Day stall for the students. The idea was that each child bring 
along a small gift to the value of $1 and then on a set day bring a $1 to buy a gift from 
the stall. The stall was duly held and raised some money to buy students an end of 
year present.   
 
By this time Margaret had gained a lot of confidence in her relationships with other 
parents and at a meeting in the Parent Room towards the end of the year she admitted 
she was unable to read or write. She expressed discomfort about approaching TAFE   
to join the Adult Literacy Program they ran in the community. Subsequently one 
parent offered to work with Margaret during the next year to assist her to become 
literate. 
 
By the end of the year Steven's class teacher expressed delight in the improvement in 
Steven’s  attendance record and his changed attitude towards work demonstrated in 
improved attainment. The end of the year was not so kind to Margaret. She was now 
living without a partner and had extreme financial problems. The School Counsellor   
referred her to the relevant government agencies for help.  
 
By the beginning of 1993 Margaret had found a job in the fruit canning plant in a 
neighbouring town. She was on night shift and she picked the children up from school 
each day at 2.00 to take them to a ‘sitter’. This meant the children missed the last hour 
and a half of school each day which in turn affected their learning. Margaret was also 
experiencing other difficulties. In early 1993 several disagreements with neighbours  
spilled over via the children into the school. Toward the middle of the year Margaret's 
youngest son became ill. This meant a large number of trips to Adelaide for medical 
appointments. She took both her children with her on these occasions and the frequent 
absences from school were, according to their classroom teachers, having a negative 
effect on the children’s learning. In the second term Margaret decided to move to 
Adelaide. She has returned to the town several times since and has visited the school. 
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Things are not the same for her and her children in the city and she hadn’t become 
involved in the school. 
 
This story is illustrative of an increasing number of parents whose children attend the 
school. What the school was able to do for Margaret and her children was very small 
in the scheme of their life. It certainly left me questioning what long term effects 
programs aimed at parent participation really have on the people they aim at assisting. 
It would be easy to see only the negatives in Margaret's story, but it is also possible to 
see that Margaret was given opportunities by the school to expand her own learning. 
It was also clear that her children did, if only in the short term, benefit from her 
participation. That she moved away from the community is an issue that schools are 
having to increasingly face as the mobility of the population increases. 
 
This story shows how Margaret moved between the two marginal social groups.  
There were times of unemployment and times of under-employment. It also showed 
quite starkly her exclusion from the dominant social group, the intellectually trained. 
There wasn't, and one would expect that their never will be, an opportunity for her to 
join the ranks of the intellectually trained. It was clear, however, that Margaret 
recognised the dominance of the intellectually trained and had hopes that her children 
could join their ranks. So to look at what the data reveal about the two marginal social 
groups. 
 
5.1.2 The Unemployed  
 
One of the marginal social groups are the unemployed. The years following the 
Second World War in Australia were a time of full employment, the 1950s  through 
the 1960s saw unemployment rates at a very low level. Table 5.1.2a below shows 
unemployment rates were not registered in the Census of 1961. Throughout the 1970s 
the numbers of people who were unemployed steadily rose in Australia and in many 
other Western countries. It has become obvious today that unemployment is not 
merely tied to the boon bust cycle of capitalist economies. It has more deeply seated 
and lasting causes which are structural in nature (Mackay 1993).This view is also held 
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by the Federal Labor Government and its admission that full employment is no longer 
a part of its agenda  is proof of this:  
 
…aiming for a six percent unemployment rate by the late nineties...has 
brought the Party into line with an increasing number of people now know to 
be true: that what ever the vicissitudes of the Western or global economy as a 
whole, a level of permanent or structural unemployment will be a part of 
Australia's future, and that there is virtually no capacity within existing 
institutional settings or contemporary cultural orientations that could produce 
any other outcome (Rundle 1993, p.2) 
 
To understand the cause one must look to the changes in work arising out of the 
introduction of new technologies (Hinkson 1991). Like many others, Rundle (1993) 
believes that a rate of 6% to 11% unemployment actually conceals a much higher 
level. Unemployment levels are based on those who are actively seeking work, many 
have given up hope of finding a job or are accepting part time work when they really 
want a full time job (Hinkson 1991). Thus the record keeping process acts to hide 
from the public record those who have fallen by the wayside (Rundle 1991). How 
then do the problems of the unemployed appear in the data from the local community?   
 
Since the early 1960s, unemployment has become an issue in the community with 
quite dramatic rises in the numbers experiencing periods of unemployment. As Table 
5.1.2a shows unemployment has increased dramatically since 1971. In the Census of 
1991, 616 people in the community were registered as unemployed of these 377 were 
males and  239 females, this out of a total population of 9 085.   
 
Table 5.1.2a  Employment 15 Years + (Full and Part Time) 
Employment Status 1961 1971 1981 1991 
Full time Employment NA NA  2 587 2 462 
Part time Employment  NA NA 1 269  1 116 
Registered Unemployed NA 33 230 616 
Total  2 672 3 073 3 856 4 556 
NA =  Not Available 
 
By 1994 the jobless rate in the town was 11.9 % one of the 10 highest in a rural 
community in the state (King, 1994). The rise in the numbers of people unemployed 
in the last 15 to 20 years related closely to the restructuring which was occurring in 
the fruit production and processing industries discussed in the previous chapter. This 
had a close relationship to the decrease in the number of jobs which involve manual 
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labour. The restructuring of the fruit industry along with natural disasters; frost, hale 
and floods to name just three chronicled in the Murray Pioneer in recent years, and 
periodically depressed markets have all impacted on the level of employment 
available in the fruit industry. Added to this, privatisation moves by the local Council 
have led to sackings especially in the manual labour force. According to the CEO a 
work force of 56 in the late 1980s was down to 22, with only 3 of these manual jobs, 
by 1994. In addition, people are more mobile and increasing numbers of unemployed 
people have come to the district to find employment. They have not had success in 
finding a job, but have stayed on in the community.  
 
The data so far presented have clearly indicated that the jobs in the community which 
rely on manual labour are fast disappearing. This is so not only for this community 
but around Australia and indeed for most of the Western world. The trend has been to 
‘employ’ machinery rather than people to do certain types work (Barlow  1991). 
 
The manual labourer has become one of the first casualties of the restructuring that 
has occurred with the introduction of technology and the rise of economic rationalism. 
The fruit industry has gone through a prolonged period of restructuring on both the 
production (growing of crops) and processing (what is now referred to in the press as 
value adding) side. Statistics on the effect that this has had on the production side are 
difficult to find. So much of the manual labour in this area was casual, employed only 
at harvest time. Anecdotal evidence suggests that manual labour still exists on the 
smaller fruit properties, however, it is carried out by the property owner who would 
call themselves self employed. For employment purposes on fruit properties manual 
labour is fast disappearing. The Wineries and other fruit processing plants in the town 
have become increasingly automated. Table 5.1.2b shows the numbers employed in 
manufacturing have also fallen.  
 
Table 5.1.2b Manufacturing Jobs  
Year 1961 1971 1981 1991 
Numbers Involved 455 345 448 320 
Australian Bureau of Statistics 
 
Table 5.1.2b  shows the full time employees, there are a great many people who are 
only employed on a part time or more often casual basis. During harvest time shift 
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work is the norm, the casual part time worker has been further disadvantaged by the 
loss of such things as penalty rates for night or weekend work which have occurred 
through enterprise agreements. Enterprise agreements refer to the agreements reached 
between employees and employers at a particular worksite in relation to wages and 
working conditions. They are the alternative to a centralised wage fixing system. 
Casual part time employees often have no idea from week to week or sometimes day 
to day whether they have a job. Neither do they gain the benefits usually associated 
with full time work, including, sick leave and long service leave. This, in turn has 
affected unemployment. Many people on Social Security benefits would supplement 
their income in harvest with casual work. This work is now in short supply, this along 
with strict rules regarding additional income if you are receiving benefits, has resulted 
in many living in poverty.  
                  
This data would seem to indicate that the possibility of gaining full time manual 
labour is fast disappearing. The jobs that do remain tend to be lowly paid part time or 
casual, for example, harvesting of tree fruit crops, apricots, peaches, plums and 
oranges. Paradoxically there is often a shortage of labour. The official reason being 
that there is a lack of accommodation for such workers in the community. It would 
seem, however, that the casual nature of the work acts a deterrent. The job may last 
from five days to five weeks and offers no security. In addition it is usually contract 
work, that is you are paid by how much you pick. Someone inexperienced simply 
would not earn enough. This leads to the relegating of the manual labourer to long 
periods of unemployment and poverty.   
 
It would seem that the current debate is more about what to do with the long term 
unemployed rather than about creating full employment (McDonald, 1993/4). If one 
looks to the data gathered from the local paper, the Murray Pioneer, in the years from 
the 1970s on one gains the impression that what has been done is to create work. The 
paper is full of articles outlining Federal Government grants to the local Council for 
projects utilising the unemployed. One such grant made the building of a Recreation 
Centre in the community a possibility; the Centre was completed in 1980. The 
problem with such grants is that they only create employment while the money lasts. 
They are not designed to address the underlying conditions which create 
unemployment. Grants have continued in the 1990s but programs which focus on the 
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development of new skills by the unemployed have emerged, with a particular focus 
on the long term unemployed. These programs operate at a regional rather than 
individual community level which has meant transport is needed by those who take up 
the training offered. The region has no form of public transport between towns so 
people must rely entirely on the car for transport. 
 
One such program, RivSkills, is funded through the Federal Government Project 
SkillShare. The project was explained in the Murray Pioneer (Marks 1993) and its 
success reported on. The report detailed how the RivSkills Project operated. It is a co-
operative project between the Federal Government and community groups. In this 
case the community group is called the Project Advisory Committee. This Committee 
has a number of local employers on it, as such it is seen as a good group to guide the 
program as it was: "best placed to understand the needs of industry" (Marks 1993, 
p.2). The focus of the project is the long term unemployed. It was reported that those 
who sign up for the project: 
 
…have to overcome the de-skilling and low self-esteem that goes with 
unemployment, the perception that their training might be wasted and the 
stress of financial hardship and an uncertain future. When times are hard it's 
unemployed people with the courage to learn new skills who are the real 
achievers. (Marks 1993. p.2) 
    
As can be seen here, by joining the project the long term unemployed have the 
opportunity to learn new skills and are then given the chance to use them in work 
experience situations. RivSkills offers courses and they provide opportunities for 
those involved in the project to attend TAFE courses and to gain work experience. 
 
The article gave an example of a woman who had been out of work for 20 years. She 
came to RivSkills, completed with them, a keyboard mastery course and went on to 
TAFE to obtained certificates in First Line Management and Business Practices. 
RivSkills organised a six month period of work experience for her at Family and 
Community Services. Following this she gained a full time administrative job at 
RivSkills (Marks, 1993). This is not an isolated case, another woman from RivSkills 
spent six months work experience at the school and then gained full time employment 
as a receptionist at a large local almond processing factory. 
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Several programs funded by the Federal Government and sponsored by the local 
Development Council are aimed at school leavers. One program, Kickstart, offered 
training in theatre technical work in a project run jointly with RivSkills and the 
Country Arts Board. The training was aimed at participants gaining skills in various 
areas of theatre technical work. It also provided an opportunity for the participants to 
go on to complete a three year theatre technicians course in the state’s capital. The 
idea for the course came from the local theatre: 
 
This course is being specifically targeted to unemployed youth (16-20 years). 
The idea came from the…Theatre, in...as it occasionally requires several 
people who can work in the theatre's technical areas to assist with the setting 
up and running of performances. This work is generally on a casual basis and 
depends on the performances that are on. (Trainees learn 1993, p.7) 
 
The course was to meet the needs of the theatre. It promised no long term full time 
employment as a result. 
 
These are just two examples of programs sponsored at both a federal and local level, 
aimed at the unemployed. What these projects show is an emphasis on training and re-
training. This is a similar scenario to the position taken in documents such as 
Strengthening Australia’s Schools: A Consideration of the Focus and Content of 
Schooling (Dawkins 1988) where the emphasis is on schools being the starting point 
of education and training which will be life long. What we see with these programs is 
a continuation in that training process. What these programs don't do is guarantee full 
time employment. This gives an indication of a dramatic shift in thinking and culture. 
The day of a young person finding a full time job for life is fast passing. 
Unemployment has implications for social justice as it relates directly to income 
levels and the ability of people to provide for their everyday needs and wants, 
including the ever increasing  range of consumer goods.  
 
5.1.3 The Under-employed 
 
The rise of the numbers of under-employed, in the guise of part time or casual work, 
is the second category of people represented in the marginal currents. Up to 25% of 
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the Australian work force are now employed on a part time basis (Mackay 1993). The 
local community has witnessed increasing numbers of people in this category.   
  
I have chosen to call this category the under-employed as opposed to the part time 
worker as many people are forced to accept part time work when they would rather 
have, and financially need, a full time job. Barlow (1991) talks in terms of the 
primary and secondary labour market. The primary market consists of full time jobs 
with a career structure and benefits such as sick and long service leave. The 
secondary labour market is part time casual employment with none of the benefits 
associated with the primary market. Of the jobs created during the years from 1983 to 
1990 35% were part time (Barlow 1991). A similar picture is painted by Gregory 
(1990) who states that in 1988 one job in five was part time, it would be reasonable to 
assume the figure increased through the 1990s.  
 
Table 5.1.3a indicates part time employment in 1981 and 1991 in the community 
accounted for nearly 50% of all employment. Statistics were not collected in relation 
to this in 1961 or 1971 giving some indication of  the rise in importance of part time 
work. 
 
Table 5.1.3a Employment Years + (Full and Part Time) 
Employment Status 1961 1971 1981 1991 
Full time Employment NA NA  2 587 2 462 
Part time Employment  NA NA 1 269  1 116 
Registered Unemployed NA 33 230 616 
Total  2 672 3 073 3 856 4 556 
NA =  Not Available 
Australian Bureau of Statistics 
 
Table 5.1.3b shows that in both 1981 and 1991 the majority of part time workers in 
the community were women which would support Mackay (1993) that part time or 
casual workers are usually women. 
 
Table 5.1.3b Part time Workers by Gender 
 Male  Female 
1981 515 754 
1991 388 728 
Australian Bureau of Statistics  
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Casual work has always been a part of the community in that jobs were available at 
harvest time. Summer and autumn for grapes and tree fruit, and winter for oranges. 
Due to the mechanisation of the fruit industry many of these traditional harvest jobs 
have disappeared. There are still some casual harvest jobs available picking oranges 
in the winter and tree fruits in the summer. These jobs are strictly casual in that they 
may last five days or five weeks. Job security in this field is almost non existent. 
However, part time and casual work is still significant in the community. According 
to Barlow (1991) part time and casual work has developed around three distinct 
industry areas: retail and whole sale trade, community services and recreation, 
personal and other services. If one considers the numbers employed in various 
industries in this community a picture of where these part time jobs are occurring can 
be gained.  
 
Table 5.1.3c Part time Workers by Industry 
Industry 1961 1971 1981 1991 
Agriculture 1 080 1 019 1 091 993 
Manufacturing 455 345 448 320 
Electricity/Gas/Water 20 9 65 27 
Construction 253 227 156 142 
Wholesale/Retail 375 688 641 838 
Communications 37 37 34 28 
Finance/Property & Business 
Services 
 
47 
 
84 
 
137 
 
176 
Public Administration & 
Defence 
 
30 
 
71 
 
69 
 
102 
Community Services 141 210 394 452 
Recreational/Personal/ 
Entertainment 
 
154 
 
177 
 
230 
 
165 
Transport & Storage 91 117 84 102 
Australian Bureau of Statistics 
 
Table 5.1.3c seems to support the work of Barlow (1991). The wholesale and retail 
industries in the community saw a more than 100% rise in the numbers employed 
between 1961 and 1991. This would be due in the main to the development of a 
number of large supermarkets and chain stores in that period and many of the workers 
in these stores are part time or causal and mostly women. Many of the mothers of 
students in school occupy these jobs. Community services saw a  300% increase in 
employment between 1961 and 1991. Of the 452 employed in this category in 1991, 
332 were female. This also accords with national figures quoted in Barlow (1991).  
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There is a trend in the school for more and more of the parents who are involved in 
various voluntary capacities to take on part time or casual work. Anecdotal evidence 
shows that the jobs they tend to take are fitted around the time when their children are 
at school. The jobs include: orange packing, domestic work such as house cleaning or 
ironing, or part time sales work. The job of orange packing is an interesting one in 
that technological advancements have taken many of the skills that used to be 
required out of the job. It is often now a matter of sitting by a conveyer belt moving 
the oranges or the checking of packed boxes. A similar situation has occurred in 
supermarkets with scanners at the checkouts.  
 
This increase in part time and casual work was most noticeable after 1993 and the 
CLW indicated to me that numbers of parents at the Parent Network meetings had 
fallen due to mothers gaining part time work. In addition to this more teachers are 
opting for part time work and SSOs are rarely full time and usually casual employees. 
In the school for example SSO  hours, to support students with special needs, change 
each term. 
 
There is little doubt that the under-employed are a marginal social group. As will be 
seen in the section below on poverty, under-employment is related to the low levels of 
family income. The under-employed  have a direct relationship to issues of social 
justice. Mothers are working in any kind of jobs in an attempt to boost the family 
income. The reasons for the boost being necessary range from, low fruit prices for 
families on properties, to the main source of income for sole parents A part time job 
for some of the mothers is the only source of income if their husband is unemployed 
as is the case with an increasing number of families. Part time work may be used to 
subsidise low wage rates for men who are still lucky enough to gain a manual 
labouring job. Any employment in the fruit industry by 1994 seemed to be part time 
and casual.  
5.2 Issues Related to Marginal Social Groups 
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There are four key issues which emerge in relation to marginal social groups. Those 
issues are concerned with; housing, the black economy, poverty and the survival of 
rural communities. The remainder of this chapter addresses these issues. 
  
5.2.1 Housing 
 
Questions related to inequalities in housing are inextricably linked to issues of wealth, 
income, unemployment and access to amenities (Yates & Vipond  1991). Housing is 
one area that reflects the inequalities of Australia and it would seem this is true for the 
community and school in this research. The discussion of housing in the community 
touches on two main issues, the availability of long term low cost rental housing and 
the availability of crises housing, both of these issues impact at a school level. 
 
From the late 1960s through to the mid 1980s the South Australian Housing Trust, the 
supplier of public housing in the state, built a large number of houses in the 
community. In statistical terms by 1971 there were 101 Housing Trust houses and by 
1991 there were 400 (Australian Bureau of Statistics). Since the mid 1980s the 
building of public housing has ceased, with the exception of some home units for the 
elderly. The vast majority of the houses were constructed on former fruit property 
land to the west of the town centre. Those constructed during the 1960s and early 
1970s were within reasonable distance from shops and other amenities. In 1974 (Sale 
of 101 acres 1974 ) a large parcel of land further to the west of the town was 
purchased and ear marked for the development of public housing. Building began on 
the land in 1977 and continued, according to the Murray Pioneer, until 1985 when the 
last 135 houses were constructed.  
 
This public housing estate is bordered on one side by a national highway, on another 
by a main arterial road leading from fruit properties into the town and on the last two 
sides by a creek. In effect it formed an enclave. It has become an area marked by the 
town as a trouble spot. It was also, in its initial years, a development which had lured 
numbers of unemployed people to the community, for cheap housing which was not 
available to them in the city. This is evident in remarks heard in the school. This 
'segregated' housing area is at least a kilometre from the town centre. There is a small 
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shopping centre which includes a butcher shop, a hairdressing shop, a doctor’s 
surgery and a small supermarket style 'corner store'. The prices here, according to the 
residents, are higher than those in the town’s supermarkets. By the end of 1994 the 
doctor’s surgery had closed and the nearest one was several kilometres away.  
 
Another problem for those seeking public housing is its availability. When public 
housing first became available in the town people moved to the community to take up 
the housing, School records from the late 1970s and the early 1980s show that 
families moved to the community from other country communities in South Australia 
or from interstate. There were also records of some coming from the state’s capital 
city. By the late 1980s this was still occurring, however, the new families were not 
always finding permanent low cost accommodation. The regional manager for the 
Housing Trust was quoted in the Murray Pioneer as saying that within the region: 
"application for family accommodation pre dated 1987" (Vale 1993, p.6). This leads 
us to the second issue, crisis housing.  
  
The data show that there is a call for emergency housing in the area to cater for three 
different sectors of society: families, women and youth. There is a clear link here to 
the unemployed and the under-employed as it is people from these two marginal 
groups who most often require emergency housing. Indications are that in most cases 
it is the unemployed. Emergency housing in the town for families received a boost in 
1987 when a project, funded jointly by the State Government and the Salvation Army, 
saw the building of Shiralee House. This shelter is administered by the Salvation 
Army and contains 5 self contained units designed for families seeking emergency 
accommodation in the community. The usual length of stay is six to eight weeks but 
this is extended in some cases. The first aim of the shelter is to meet the basic human 
needs of the people who seek help. According to a 1993 report in the Murray Pioneer 
(Vale 1993) the shelter dealt with up to 50 people per week looking for emergency 
accommodation. The shelter could not cope with the demand. This report also 
outlined other services offered by Shiralee House which included; counselling of 
families, financial support classes and budget cooking classes. As well as the five 
units the shelter also had two houses in the community they use for emergency 
accommodation. The supervisor of the shelter made it clear that the shelter was for 
families. They referred homeless youth and women who had been subjected to 
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domestic violence to other shelters in the region. In one month during 1993 the shelter 
looked after 31 families and turned away 47 who also met the criteria for help (Vale 
1993).  
 
The community does not have a women's shelter, however, in July of 1985 funds were 
received from the State Government for the establishment of a women's shelter in a 
neighbouring town. (Funds sought for 1985). The need for such a shelter continues to 
grow into the 1990s. Evidence for the need for this shelter was clearly spelt out in an 
article in the Murray Pioneer (Carroll 1993) written by the Community Health Nurse 
with the regions Women's Health Centre. This article outlined issues that had arisen 
from a round of public meetings conducted by the Health Centre during 1992: 
“Suggestions were for more counselling in the area of domestic violence, sexual 
assault and substance abuse. There were requests for more information on available 
resources as well as offers of voluntary support for women experiencing or recovering 
from violence in their relationships” (Carroll 1993, p.2). One of the few outlets for 
counselling in the area of domestic violence was at the Women's Shelter and this 
counselling lasted for the six weeks the women were allowed to stay at the shelter. 
Not having a shelter in the actual community creates many problems for women who 
would seek help. These problems include transport to the shelter, many do not have 
cars, and having to change the school their children attend. By the end of 1994 
funding to keep the shelter open was under threat, wages and other costs had 
increased, however, the State Government would not raise funding levels.   
 
Another area of concern in the community is the housing problems of youth. The only 
youth shelter in the region is in a town 80 kilometres away. As the co-ordinator of the 
regions Accommodation Forum put it in Vale (1993) “...it (is) hard for youths to get 
access to private accommodation in the same way as adults, because landlords are 
unwilling to take risks with young people." (p.6). In the same year, 1993, application 
had been made in a town 35 kilometres away for the establishment of a shelter for 
youth (Vale 1993). This was still being held up by local residents’ objections to the 
site at the end of 1993. 
  
Housing is one of the issues that has contributed to the reshaping of the school in the 
last eight to ten years and the issues of social justice that have accompanied this 
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reshaping. Transient or itinerant students had always been a part of the culture of the 
school. Year after year at harvest time students would enrol at the school and stay the 
six to eight weeks their parents were involved in the fruit harvest. They often came 
from interstate, Queensland, New South Wales or Victoria, following the harvest. 
They were children of harvest workers who followed the harvests around the country, 
many had permanent homes interstate. The same families would return year after 
year. During the 1980s and on into the 1990s school records indicate that the profile 
of the transient students began to change. They were less and less likely to be children 
of regular harvest workers. Some of their parents came looking for work on fruit 
properties but they were not professional harvest workers. They also came because 
they were told there was cheap public housing, something they had a long wait for in 
the city. Others were sole parent families where the mother was escaping situations of 
abuse or custody battles. In addition the school found there were children who moved 
to the school in the neighbouring town for weeks at a time while their mothers sought 
help at the women's shelter. These issues along with issues of structural changes in 
the fruit industry lead to changes in the school. Gradually through the 1980s the 
student population of the school changed. The implications of this are considered 
below in relation to poverty. 
 
The issue of housing is clearly one related to social justice. Housing has in some ways 
been responsible for the changes in the community and the school. In addition the 
lack of accommodation is used each year as a reason for there not being any casual 
labour during January for the harvesting of tree fruits. During the 1950s and 1960s the 
fruit growers supplied such housing on their properties for the regular itinerant labour 
that came for harvest. This is no longer an option financially for the growers and 
changes in building regulations have seen many ‘pickers quarters’ demolished.  
5.2.2 The Black Economy 
 
In any situation where hardship develops a black economy usually emerges and this 
community is no different. Obtaining hard data on such an economy is difficult but 
there were some clues in the local paper on one aspect of such an economy. As early 
as 1974 there was a report in the local paper in relation to the finding of an illegal 
cannabis crop located on a fruit block in the area (Big ’pot’ haul 1974). As times got 
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tough for the fruit grower through the late 1970s and 1980s the option of growing 
illegal crops on their properties became attractive. This economy has continued, 
however, the growing of cannabis on the actual fruit blocks seems no longer an 
option. The chance of being arrested increased through the 1980s as the police 
became more aware of what was occurring.  
 
Another area of the black economy for which it is difficult to get hard data are that 
related to the cash economy. It is one of those things that you know is occurring but 
can't find proof. This side of the black economy relates to both those working on fruit 
blocks and those owning the properties. On the ownership side it relates to the selling 
of  wine grapes on the eastern states markets for cash. This practice, I am told, has 
been around for many years. The other practice relates to people working during 
harvest under assumed names and not paying tax. The practice was related to tax 
avoidance but also people on social security wanting to supplement their benefits. 
New tax laws related to tax file numbers has largely stamped out this practice along 
with the now wide spread use of mechanical harvesting techniques.  
 
There are I am sure, a myriad of activities occurring in the black economy on which I 
have not been able to obtain data due to its sensitive nature. It is usually only heard 
about when it is stopped. 
 
5.2.3 Poverty  
 
Poverty  is one of the main issues of the marginal currents. It is an issue which grew 
in importance through the 1980s and on into the 1990s. In terms of income in 
Australia, in 1992 the top 30% of households controlled 55% of income while the 
bottom 30% controlled only 10%. Those in the bottom income bracket will, in all 
probability, rise through the 1990s (Mackay 1993). “The Australian Council of Social 
Service reports that more than 600,000 children are living in a family where neither 
parent has employment. Unemployment, says the ACOSS 1992 Budget submission, is 
the single greatest contributor to poverty in Australia” (Mackay 1993, p.143). Further 
to this Varghese (1994) states that in Australia in the 1990s two million people are 
living in poverty. Over a quarter of a million sole parents are living in poverty and 
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supporting 850 000 children under the age of 16. From these figures it is clear that 
poverty is a real issue in Australia today. We can no longer, if we ever could, 
(Mackay 1993) pride ourselves on being an egalitarian country.  
 
The most frightening aspect of this is that just under  400,000 people have 
been unemployed for more than  eighteen months. If we raise this 
 figure to twenty-four months we have almost half a million people in 
long term unemployment. We only need to look at the suicide rate of young 
men, which  the highest in the world, to know that we are ignoring the social 
causes of poverty. (Varghese 1994, p.96) 
  
This points to a frightening link between unemployment, poverty and suicide. If this 
is the situation at the national level, what does the data from this community show? 
 
The issue of poverty in this community is a complex one. It is not one that can be 
resolved by looking at unemployment rates alone. This community is made up of fruit 
property owners and small business owners in the town. There are also wage and 
salary earners along with an increasing number of unemployed, with the 
unemployment figure in 1994 being 11.9% (King 1994). The 1980s and early 1990s 
have been tough times for fruit growers, especially the small ones. As we saw features 
of the dominant social trend including technology, globalisation and economic 
rationalism all combined to squeeze the small fruit growers either right out of the 
industry or into conditions of poverty.  
One indicator which can go some way to casting light on poverty levels is income. As 
we saw above the vast majority of sole supporting parents lived on incomes below 
$20 000. This situation translates to the community as a whole. The 1991 Census 
showed that over 50% of householders in the community were living on incomes of 
less than $25 000. These income levels put half the families in the community on or 
near the poverty line. Table 5.2.3a below add weight to this claim.  
 
Reports from the Rural Counselling Service in the region give us some idea of the 
depth of the problem of poverty in the community. As far back as 1988 the regions 
Rural Counsellors were warning in the Murray Pioneer (Families debts 1988) that 
mounting debts in the area were a cause for real concern (the counselling service was 
established in 1987). Since then reports in local and state newspapers and on radio 
and television suggest the situation has gone from bad to worse. Haran (1993) writing 
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in the Sunday Mail the state’s Sunday paper reports that Rural Counsellors expect one 
third of growers to go under and another third are teetering on the edge of bankruptcy. 
The Rural Counsellor reported in the Murray Pioneer  (Kearney 1993b) that the 
average debt on her clients was $100 000. One Counsellor said she was increasingly 
assuring clients that: “Just because your business is dying, doesn't mean you have to" 
(Kearney 1993b, p.6). It was reported that on a fruit block gross income was between  
$30 000 and $40 000. When production costs such as; water rates, sprays, 
improvements or machinery maintenance are paid out the block owner is left with a 
very meagre income. If they are in debt as well the situation becomes untenable. The 
Counsellor was also quoted in the article as saying: "The failure of growers has a 
domino affect on other businesses in the region, because more often than not, they 
owe money to businesses and banks in the community - these are major social 
implications we have to take into consideration." (Kearney 1993b, p.6). The Rural 
Counsellor also  reported she encountered problems of illiteracy and language barriers 
with clients who were migrants.  
 
Charity organisations in the town also report a rise in the use of their services and an 
inability to cope with the demand.: 
 
Geraldine Salter thought she'd 'seen it all' during her time working as a nurse 
in a hospice. but now admits it did not prepare her for the shock she faced on 
coming  to...three months ago as Shiralee House co-ordinator . Through 
working with the Salvation Army in...Geraldine said conditions for the needy 
and homeless in...were ‘horrific’ (Kearney 1993a, p.1) 
 
The report went on to state that it wasn't unusual to get 200 calls from the region 
seeking help. Ms Salter also said one of the things she found worrying was that: “the 
families in need were no longer from low socio-economic classes. She said the were 
average middle-class families from farms, blocks and townships who had practically 
lost everything, including their self-esteem” (Kearney 1993a, p.1). This quote shows 
quite clearly that people’s perception, and the reality, of who is living in poverty in 
the community is changing. We can also see the rural crises adding to the diversity of 
people now facing poverty. 
 
Reports from the Murray Pioneer and local radio and television news indicate an 
increase in the incidence of issues often related to poverty. These issues include 
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alcohol abuse and an increase in the reported level of domestic violence. In a survey 
conducted by the regional Women's Health Service violence in the home was the 
main concern of the women who responded (Mills 1994). These problems along with 
issues of food and shelter continue to worry the charity organisations who serve the 
community. There were calls in 1994 for more marriage and family counselling 
services in the community (Mills 1994). 
 
“It is hard to study if you are homeless, and hard to study if you are inadequately 
housed, poorly clad, badly nourished, often sick or very worried, or if you lack the 
money for books, stationery and travel. Many people are in this position” (Junor 
1991, p.171). This being the case it is no surprise to learn that: “poverty and 
education, (are) one of the most urgent and most difficult issues for social justice in 
contemporary Australia” (Connell, White and Johnson 1991, p.vii). As was 
mentioned above, a large number of problems exist within schools for students living 
in poverty. One can investigate these data from two angles, by looking at policy 
documents and by looking at what happens in the school. Here I will briefly consider 
the data from policy. The policy document I want to consider is the Social Justice 
Action Plan (Education Department of South Australian 1992). This document was, in 
the years 1992 to 1994, the guide for schools in South Australia with regard to 
implementing social justice initiatives. In addition the role of the DSP in the school is 
considered. 
 
The Social Justice Action Plan  (Education Department of South Australian 1992)  
acknowledges poverty as one of the causes of educational disadvantage. As was 
discussed in the previous chapter, the Plan outlines a series of groups which are 
educationally disadvantaged and asks schools to set ‘targets’ for the improvement of  
access, attendance, participation, attainment and retention of the groups. One such 
‘targeted’ group are students living in poverty. The Plan states that: 
 
Students living in poverty in the main are from families who have a history of 
not being successful at school. The preliminary findings of the Writing and 
Reading Assessment Program indicate that School Card holders do not 
perform as well as their peers on a range of writing tasks. The retention to 
year 12 of students in selected disadvantaged schools in 1989 was 35%  
compared with the state average of 64%. (Education Department of South 
Australian 1992, p.13) 
 
 
 168
Here we see the emphasis on a cycle of school failure within families, similar in 
nature to the poverty cycle and again the emphasis on retention of students at school. 
Schools are to set ‘targets’ of improvement in the areas mentioned above, reaching 
such ‘targets’ is seen as an achievement of justice. This would seem, as Fitzclarence 
and Kenway (1993) point out, a way of legitimating the policy while concealing its 
limitations. In the case of the Social Justice Action Plan (Education Department of 
South Australian 1992) one of its biggest limitations was that it was to remain cost 
neutral; no extra money was to be spent in relation to achieving social justice for all 
students.  
 
The DSP in South Australia was, until the end of 1993, know as PP. The DSP was the 
way the Commonwealth Government distributed money to states to use in relation to 
students living in poverty. The funds go to schools designated, on an Index of 
Disadvantage, as being in the bottom 15% in relation to income levels of their 
community. In South Australia this is done via the percentage of SCH a school has.    
Money is then distributed to schools in terms of a pro-rata Base Grant and through 
submissions. The money must be spent in accordance with Commonwealth guide 
lines: 
 
funds should support school-based programs in the following areas as part of 
a program of long-term whole school change; 
- school-based curriculum development to build on and broaden the life 
experiences  of students, and to  increase their self-confidence; 
- programs to improve literacy and numeracy; 
- programs to develop the social, economic, political, organisational and 
technological skills and understandings necessary for students to function 
effectively in society; 
- school/community interaction programs which assist home/school liaison 
and the participation of parents in the development and implementation of 
curriculum programs; 
- programs for the professional development of teachers, parents and the 
community; 
- school/community interaction programs which assist home/school liaison 
and the participation of parents in the development and implementation of 
curriculum programs; 
- programs which give students the opportunity to participate in the 
expressive arts; 
- the provision of support to schools to enable them to document, evaluate 
and disseminate the outcomes of projects which have previously been 
supported. This should be coordinated and supported at the system level.  
(The process of evaluation is seen as an integral part of any school-based or 
system-level project) (Department of Employment, Education and Training 
1990, pp.42-43). 
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These guidelines indicate that in some ways the school is expected to provide for 
experiences the students miss out on. The program is by its very nature compensatory 
and on its small budget, around $6 million per year in South Australia, it is fighting an 
up hill battle. As Connell (1993) says: 
 
A radical break from mainstream curriculum could hardly be expected from a 
program which depends on teachers in the schools, but does not give them 
enough resources to make major changes in their own jobs. The DSP's design 
more or less implies that most of its initiatives will be connected with, not at 
odds with, the usual institutionalised procedures of teaching. (p.103) 
   
The DSP has focussed on 'whole school change', however, as Connell (1993) suggests 
above, due to budgetary constraints it can only expect to maintain the status quo. It 
does, however, act as a way of governments demonstrating that they are doing 
something about poverty. Since the beginning of 1994 and the implementation of the 
National Equity Program the DSP has become the Disadvantaged Schools 
Component. It still focusses on poverty and on ‘whole school change’. In South 
Australia larger cash grants were given to the designated schools and they had the 
opportunity to apply for SJCD (Social Justice Curriculum Development) Grants. This 
brief discussion of the DSP seems to reinforce the marginality of the issue of poverty 
in the general flow of contemporary life. This discussion will be taken further below 
as consideration is given to how the DSP 'hits the ground' in the school. Within the 
school there are two basic forms of assistance given to students living in poverty. One 
is the DSP also known as PP. The other is the SCH scheme funded by the State 
Government. 
 
The indicator for poverty used in the South Australian public education system is the  
SCH scheme. The aim of  this scheme is to provide financial assistance towards the 
cost of education for low income families. The idea of such assistance isn't new. 
School records from 1973 show the school as having 33 GAS (Government Assisted 
Scholars, as the scheme was called at that time) out of 500 students in the school.  
Table 5.2.3a shows how there was a steady increase of  SCH between 1988 and 1994 
while student numbers remained relatively static. 
 
 Table 5.2.3a Numbers of SCH  
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Date 1988 1989 1990 1991 1992 1993 1994 
Enrolments 392 400 409 387 347 359 348 
SCH 119 129 133 156 156 198 220 
% of SCH 30% 32% 33% 40% 45% 56%  63% 
 
In 1993 each  SCH received $120 per year in assistance. This money could be used 
for  a number of things including: books and fees, excursions, school clothing and 
school uniforms. This means any item that is sold through the school bookroom. It 
was specified that it could not be used for consumables from the school canteen. To 
be approved a child would need to be attending school full time and the family would 
have to pass a series of 'tests' in relation to income. Automatic approval is given to 
children whose parents are holders of a Social Security Card, these cards are, a Health 
Benefit Card, a Health Care Card or a Pensioner Concession Card (Sole Parents 
Only). Any other parents must lodge an application, with the State Government, 
which is means tested. The school provides assistance in the filling out of these forms. 
The process is quite time consuming for both the applicant and the school. Table 
5.2.3b shows weekly incomes that attract the SCH benefit. 
  
 
 
Table 5..2.3b Students Eligible for Assistance through School Card Scheme 
                  Number of Students at School 
Income 1 2 3 5 6 7 8 9 
$425.99 E E E E E E E E 
$426 NE E E E E E E E 
$436 NE NE E E E E E E 
$446 NE NE NE E E E E E 
$456 NE NE NE NE E E E E 
$466 NE NE NE NE NE E E E 
$476 NE NE NE NE NE NE E E 
$486 NE NE NE NE NE NE NE E 
$496 NE NE NE NE NE NE NE NE 
$506 NE NE NE NE NE NE NE NE 
 Income per week                     NE = Not Eligible         E = Eligible 
 Information from School Card Scheme Information Booklet 1995 
 
So if gross income is $446 and you have four children they will receive a SCH 
allowance. The SCH scheme certainly helps with the purchases of books and to pay 
school fees. It rarely covers much else. What is also evident is that it is not only the 
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unemployed families which need to rely on government assistance. Many weekly 
wages, especially those of people working in manual jobs or in part time or casual 
employment, do not exceed the level where assistance is given. For those families, 
however, the process to gain a $120 benefit can be long and complex. As such, the 
SCH scheme is also an example of bureaucratic rationalism.  
 
As has already been mentioned, in 1990 the school became a part of PP. This meant 
the  school was eligible for a base grant of  $20 per SCH. In 1991, its first year it 
received approximately  $3100. This money was used largely to subsidise visiting arts 
performances and assist SCH on excursions and camps. In addition, the school could 
apply for funds via a submission process (this process was described in the previous 
chapter). In 1994 with the introduction of the National Equity Program the funding 
arrangements changed. The school received a base grant of around $120 per SCH 
giving the school approximately $26 500. The grant continued to subsidise artistic 
performances and school camps and excursions for SCHs. In addition teachers could 
apply for money to use in their classrooms for special events and some money was 
used on equipment such as library books, computer software and sports equipment  In 
addition to the base grant there were a limited number of SJCD Grants, with a focus 
on literacy, which clusters of schools could apply for. As the school was already part 
of the LEFS Program, a State Government funded program focussing on literacy, it 
decided to apply. In 1994 the school, along with the other three other DSP schools in 
the region, applied for and received a $78 000 per year cluster grant. This two year 
grant was to focus on ‘whole school change’ in relation to the literacy learning of 
students living in poverty. The outcomes the schools stated in their application were: 
• To further develop the school’s understanding of the link between educational 
disadvantage and literacy. 
• To develop teaching pedagogies in literacy which are socially critical and respond 
to the needs of students living in poverty and Aboriginal students, specially girls. 
• To improve, the literacy outcomes for all students, especially those living in 
poverty and Aboriginal students, with an emphasis on girls. 
• To implement the curriculum statements and profiles focussing in the first 
instance on English and then on the literacy components of the other areas of 
learning. 
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• To document effective practice for the use of other schools in relation to the 
implementation of  literacy pedagogies that are responsive to those who 
benefit least from schooling.  
  
Poverty is certainly an issue that impacts on the community and the school. Poverty 
would seem to be touching more and more of the community and certainly is has 
changed the composition of the school from, what one could have called a 'regular 
middle class country school', to one in which conditions of poverty are having a real 
impact. 
 
5..2.4 Rural Communities 
 
The actual survival of rural communities is another issue in the marginal currents. The 
power of the dominant current threatens to sweep some rural communities away.  
 
City-dwellers driving across the Great Dividing Range usually receive a 
series of images which confirm agriculture as a productive, scientifically 
based industry supporting a system of hard-working, but generally 
prosperous, farm families. The country towns dotted along the major inland 
roads bustle with commercial activity. The cars, the shopfronts, the fashions 
are nowadays not too dissimilar to those in metropolitan Australia. Streets of 
houses with turn-of-the-century bull-nose iron roofs and decorative lacework 
create a picture of social stability and community pride. (Lawrence  1991, 
p.81) 
  
This quote shows just how much a picture can conceal. Anyone driving in to the 
community which is the focus of this research would see neatly kept houses, 
immaculate parks and gardens and healthy and prosperous looking fruit properties.   
This superficial indication of prosperity hides the real picture, a position supported by 
Rothwell (1997) who notes the despair, anger and frustration evident in rural 
communities. The depth of the despair and hopelessness for many residents has been 
seen in the stories from the Rural Counsellors and private charity organisations. What 
future is there for this rural community? 
 
One can gain some idea about the future of the town by canvassing the views of 
children, the future generation. In an interview situation they were asked to speculate 
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on where they would be in 10 years time, or when they left school. Perhaps one could 
say they were asked to give their  “reflections on the future" (Aronowitz 1990b, p.67). 
The responses of many of the students didn't point to them seeing their long term 
future in the community.  
 
It would seem that knowledge of a trend away from full time employment in the 
community without post school education has reached even primary school students. 
Most of those who were interviewed for this study indicated that they would not be 
staying in the town once they completed their secondary education. They would be 
either going on to tertiary education at University or TAFE, or would be looking for a 
job in the city. A number had parents who were involved in agriculture but few felt 
they would be working on the land. Some indicated that they wanted to go into jobs 
where they: "could earn lots of money". One student, a girl, indicated that she would 
like to stay in the town as she saw the city as: "nice but a bit dangerous", however, 
she wanted to become a teacher so felt a move to the city was inevitable. Another girl 
was hopeful that she would get a job as an apprentice hairdresser in the town. She felt 
if she worked in a voluntary capacity in a salon after school for the next few years it 
would be more likely to happen.  
 
One boy, who is talented in the area of football, felt that if he could make it in the 
AFL   he would only want a part time job, something to fall back on later. This 
response seems significant in giving us an 'eye to the future'. This twelve year old boy 
saw playing football as a legitimate form of employment from which he expected to 
earn his living. Not so long ago football was seen as a recreational pursuit rather than 
a legitimate 'job' from which to earn one’s living. Today even country football teams 
pay their players, albeit small sums, for the Saturday afternoon game. This notion of 
playing sport professionally is a very clear example of the changes that are occurring 
around work in ‘new times’. Another example of a change that became very clear 
when talking to students was the significant of the symbolic. This was especially true 
in relation to clothing such as jeans or sports shoes; they are called by their designer 
label rather than there generic name, jeans become Levis and sports shoes Reeboks or 
Nikes.  
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The students interviewed as part of this study didn't see themselves as being in the 
town ten years down the track. One girl from a farm said she would like to do an 
agricultural course at university, but she wasn't sure that she would then come back to 
the family property: “I want to go to university and do a farming course...technology's 
a big thing on the farm today... so much machinery…computers and that to do the 
books...farmers need to know about all that”. This gives us an indication that the 
farmer, if she or he is to succeed in the future, must join the ranks of the intellectually 
trained. Another girl summed up what many of the students felt when she was asked if 
she saw her future life in the community: “Most probably not I mean it's nice but I 
don't think it will happen its changing there's not as many jobs here as there use to be 
...you've just got to go to the jobs the jobs won't come to you”. A clear insight into 
‘new times’ by a twelve year old.  
 
Neither did many of the parents expect that their children to remain in the town. One, 
who was from an almond growing property, was sure her children would not go onto 
the property but would get jobs in the city. Many felt their children would be involved 
in jobs that required the use of technology and that these jobs would take them away 
from the town. Some even worried whether or not there would be a job there for their 
children by the time they left school. 
 
In January of 1994 DECS distributed to South Australian Schools the document 
Improving Learning Outcomes For Country Students an Information Paper for 
Comment and Response (Department for Education and Children’s Services 1994) 
According to the document’s introduction: 
 
The purpose of this document is to provide information about issues relating 
to the education of students in country schools. It is hoped that it will provide 
a starting point for discussion about action to be taken at a school and system 
level to improve the educational outcomes of all students. (p.1) 
 
This document focusses, like the Social Justice Action Plan (Education Department of 
South Australia 1992), on ‘targeted’ groups and where country students fitted in this 
scenario. These 'targeted groups' become such because their results of achievement in 
SACE (South Australian Certificate of Education) and information about their post-
school options compared unfavourably with the student population as a whole. The 
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document points out that up until now information about country students has been 
restricted to information about access. The document then goes on to give statistical 
information about: attendance, participation, retention, achievement and post school 
destinations. This information is given in terms of a comparison between metropolitan 
and country students. It concludes with a list of emerging issues that will influence 
the development of an action plan to: "Achieve equality of opportunity and social 
justice for students" (Department for Education and Children’s Services 1994, p.1), 
presumably for country students. The emerging issues related to: staffing, changing 
demography of country towns, inter agency support and changing employment 
opportunities. This document does little more then present the statistics gained from 
reporting of ‘targets’ from the Social Justice Action Plan (Education Department of 
South Australia 1992) and to intimate a similar style plan will be developed 
specifically for country students. One that deals in reaching preset ‘targets’ of 
improvement in such things as retention, participation and achievement. As was 
discussed in the previous chapter this can provide the illusion that justice as been 
achieved. Again shades of bureaucratic rationalism. 
 
Themes that recur in government policy documents in relation to social justice 
include the need for on going post school eduction and training. Also mentioned is the 
possibility of periods of unemployment and the possibility of work only being part 
time. Another theme that comes through is the belief by the students that there is no 
future in a country town and that the city is a best option. There is a perception that 
the city is the place to go, either permanently or at least for a time to study and to gain 
qualifications. It is seen by a number as the place where the jobs are. However, if 
unemployment figures are to be believed this is not in fact the reality. When the 
unemployment rate in the community was at 11.9%  some parts of, the state capital, 
had rates as high as 29.3% (King 1994).  
 
5.3 Summary  
 
Marginal social groups find themselves pushed to the fringes of society. Poverty is 
one of the over-riding issues for these social groups. Through consideration of 
poverty in terms of education, Connell (1993) gives us a view into how the marginal 
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issues are interrelated. He also provides us with an insight into how the community 
and education  are both affected by poverty: 
 
Education was brought into the welfare picture through the correlation 
between lower levels of education on the  one side, higher rates of 
unemployment and lower wages on the other. The idea of a self-sustaining 
cycle of poverty emerged, where low aspirations and poor support for 
children led to low educational achievement. This in turn was supposed to 
lead to labour market failure and poverty in the next generation. 
Compensatory education was seen as a means to break into this cycle and 
derail the inheritance of poverty. (Connell 1993, p.22).  
 
As the dominant social group gathers strength little hope can be seen for derailing 
unemployment, under employment or the inheritance of poverty. Many of the signs 
would seem to be pointing in the opposite direction. 
 
 
Chapter 6. 
A Marginal Tributary: Some Examples of 
Social Cohesion 
 
Along the course of the river many tributaries feed its flow. Some of these are strong, 
fast flowing and feed the dominant current while others are weaker, slower flowing, 
and must battle to retain their water. The data show that notions of social cohesion 
make up one of the marginal tributaries to the river’s flow. While there is evidence of 
socially cohesive practices in the data they are in a constant battle for survival. By 
socially cohesive practices I mean practices which encourage the individual to 
interact with others in a way that is of mutual benefit to both the individual and to the 
social group. This, as opposed to working for one’s own individual benefit.  
 
One of the ways of considering social cohesion is through the notion of what Cox 
(1995) calls social capital. There are four forms of capital that operate in balance to 
ensure what Cox (1995) terms a civil society. They are; finance capital as in money, 
physical capital the natural resources of our world, human capital the people of the 
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world and their varying abilities and ‘social capital’ the co-operation and trust 
between people (Cox 1995). When a country adopts economic rationalist practices 
finance capital predominates, and the balance between the four types of capital is 
upset. In such a situation policy decisions are made largely on economic grounds.  In 
such a situation the other three forms of capital are marginalised. Various 
environmental groups fight to maintain the health of the environment thus ensuring at 
least a voice for physical capital. Cox (1995) questions the amount of human capital 
that is now being lost through the huge pool of unemployment. Finally there is ‘social 
capital’, the: “social fabric or glue” (Cox 1995, p.15) that binds a society together. 
Key words we can use about social capital are trust, reciprocity, mutuality, co-
operation and time (Cox 1995). Social capital is built through peoples public lives, 
through learning group processes and through working together in social 
organisations (Cox 1995). The dominant current has demonstrated that in Australian 
society today our funds of financial, physical, human and social capital are out of 
balance. Too much emphasis is placed on the first three of these, especially financial 
capital, with little attention paid to social capital, the development of co-operation and 
trust among people. Our social capital is low and is decreasing (Cox 1995). If we are 
to develop a socially cohesive society, where issues of social justice are paramount, 
we need desperately to rebuild our stocks of social capital. This chapter shows that 
within the data there is evidence of ways people in the community and  school are 
trying to maintain and replenish social capital and are striving for a cohesive society. 
  
6.1 Community Issues 
 
“There has been no more important factor in the successful establishment of 
industries in the... district than that of cooperation” (Grosvenor 1979, p.80). This 
shows an example of  co-operation, a key element in social capital, in the community. 
It is possible to identify examples of the social capital in the community through 
reading   the local newspaper or local history books. The worrying aspect to the data 
is the depletion of the community’s social capital through the 1980s and 1990s. It is 
possible to see, from the data below, that the community still shows trust, reciprocity, 
mutuality, and co-operation some of the time. 
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6.1.1 Co-operation in Industry 
 
Co-operation in industry is one example from the community's history that has in the 
last 15 years been eroded by the dominant social movement of economic rationalism. 
From its very inception the community had developed co-operative enterprises in 
industry, indeed many of these co-operative ventures grew out of the failure of private 
enterprise.  
 
Two brothers from Canada established the first European settlement. It was not long 
before this enterprise failed and an Irrigation Trust took over the administration of the 
irrigation settlement. An Act of State Parliament created the Irrigation Trust, based on 
the recommendations of the settlement’s own representatives, in 1893 (Coleman 
1954). As early as this the spirit of co-operation was evident in the community: 
 
Yet, in the days immediately after the…hand relinquished the... helm the 
Trust could not raise the $100 to get the pumps going again. Not one bank or 
private individual outside the settlement was prepared to risk that much 
money on... and in the settlement itself there was nothing realisable except 
faith and the instinct to survive. So the pumps were started without 
money...Townspeople and blockers worked together (Coleman 1954, p.19). 
 
The Irrigation Trust, run by a ratepayer elected board, still exists today supplying the 
water to the fruit blocks.  
 
There are other examples of co-operation in the  community’s industry. The formation 
of a co-operative fruit packing plant for the packing of dried fruit and citrus occurred 
in 1894 followed by the establishment of a co-operative winery in 1916 (Grosvenor 
1979).  In the 1980s' these two co-operative enterprises became victims of market 
forces. They were forced to amalgamate with similar enterprises outside the 
community. The winery is now a part of a multinational, public company and no 
longer run by the members of the community. 
 
6.1.2 Co-operation in the Community 
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This sense of co-operation extended outside industry and the community saw the 
establishment of the first community hotel "in the British Empire" (Grosvenor 1979, 
p.118) opening its doors in March of 1897. The hotel is still a community hotel 
administered by a community elected board. 
 
The hotel is not the only example of co-operation in the community which has so far 
resisted the constraints of economic rationalism. The town still has strong service 
clubs. Rotary, Apex and Lions are active organisations who perform community 
services and raise money for the community. These Clubs provide examples of 
citizens working in the public sphere to improve the lives of their fellow citizens.  
 
In February of 1988 a number of Neighbourhood Watch groups were established in 
the town area of the community (Watch scheme 1988). In the early 1990s this 
extended to the fruit growing areas with the inception of Rural Watch. Such 
organisations see the local citizens working together with the police to combat crime. 
Citizens taking responsibility for a form of public life that looks beyond their 
individual needs to those of their neighbours. 
 
Perhaps one of the prime examples of co-operation in public life in the community 
was during the ‘big flood’ of 1956. The community worked together to watch over 
levee banks day and night and to respond to any breaks that occurred (Grosvenor, 
1979). This was a time of crisis for every member of the community. They responded 
and were able, according to Grosvenor (1979), to work co-operatively with each other 
and with people from outside the community. They saved the town from being 
inundated by the Murray river. 
 
Another more recent example of the community pulling together was in 1993 when 
the Rural Counselling Service was in dire need of funds. Fundraising occurred at a 
community level and at a personal level, through parties, barbecues and contributions.  
The money raised assured the service continued. 
 
Sport has always been a prime public occupation of the community. From its earliest 
day cricket matches were played in the town; these matches included both men's and 
women's teams, Australian Rules football, tennis and netball have also been strong 
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sports (Storry et al. 1987). The 1960s saw the rise of basketball and later volley ball 
(Grosvenor 1979). The Murray Pioneer has, since 1956, devoted several pages in 
each edition to sport. What has become evident in the years from the mid 1980s is that 
teams are increasingly having to attract sponsors to allow them to continue. This is 
yet another example of encroaching economic rationalism.  
 
 
 
6.2 School Issues 
 
It is possible to find in the school some clear examples of some of the indicators of  
how social capital (Cox 1995) is being fostered. Examples where trust, co-operation, 
reciprocity, mutuality and goodwill are evident in the data. I want to consider four 
that have emerged from the data: the establishment of a Parent Room, the setting up 
of a scheme of Class Parents, the establishment of a Parent Network, and finally the 
Fundraising Committee. The first three are new initiatives set up in direct response to 
the results of a parent survey conducted by the school in 1991. It was the hope that by 
encouraging all parents, particularly those who are experiencing economic hardship, 
to come into the school for positive reasons it would assist the learning of their 
children. The school wanted these parents to feel as if they were a part of the school. 
To feel they could become involved at any level they wanted. This could range from 
helping in the classrooms, working at fundraising or contributing to the School 
Council the formal decision making body. The fourth initiative, the Fundraising 
Committee is one that has a long history in the school.  
 
Before turning to these initiatives I will outline the interpretations of justice given by 
staff, parents and students of the school. In addition the socialisation aspect of 
schooling will be discussed. Both of these issues, interpretations of social justice and 
the socialisation role of schools, are of importance to social cohesion 
 
6.2.1 Interpretations of Social Justice 
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One of the strategies on the 1993 SDP was to provide training and development for 
staff in relation to the concept of social justice. Thus all staff had some background in 
the meaning of the concept in terms of the Social Justice Action Plan (Education 
Department of South Australia 1992). They were also aware of what was happening 
in the school in the name of social justice. 
 
Some key words emerged  about what staff thought social justice was. These words 
included equity, fairness, rights and access. Definitions of social justice in policy 
documents at federal and state level also show evidence of these key words. 
Differences lay in the usage of the key words and what they mean in the lives of the 
staff.  
 
One teacher defined social justice in the following way: “A fair sharing of what is 
available in a culture and society um and I don't just mean material things I mean 
opportunity mm er the chance of a good life and so on”. Within the school situation 
he believed it operated at two levels, one individual and one group. At the level of the 
individual he meant issues related to harassment: 
 
…social justice has to do with anything that obstructs or promotes the 
capacity in each individual to have a fair share of the learning that's on 
offer...I think...that teachers and classes... operate effectively on that 
individual level I mean um that's where teachers prime responsibility lies I 
think to make sure that there is this fairness this justice with regard to what 
goes on in their classroom about um learning and so on um and about 
interaction 
 
The same teacher mentioned some of the groups 'targeted' in the Social Justice Action 
Plan (Education Department of South Australia 1992). This included students with 
disabilities and he was somewhat pessimistic about any changes in that area. He felt, 
however, that without more autonomy for school communities there was little chance: 
 
Until um schools are run by their communities I don't think they'll ever be um 
er there'll ever be a possibility for them to be properly democratic...I mean by 
that that the groups of people in them have some reasonable say in how they 
operate. Until schools are run by some combination of teachers and parents I 
don't think that we'll get much change  
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He felt that the most that could happen at present was affirmative action programs and 
he did not feel they would have much effect in the long run. There was even an 
indication that they could do more harm than good, especially if imposed without due 
consultation with all those involved, the winners and the losers. 
 
A female teacher believed that if she were able to teach students disadvantaged by 
poverty to question what they saw, heard or read, and not to just accept it at face 
value, she would be helping them. She went on to say: “if they don't look at it 
question it understand it they'll never make any changes they'll just accept that this is 
my lot...teach children how they can go about effecting change for example write 
letters, the power of the written word”. Another teacher agreed with this but just felt 
overwhelmed by the issue, and overwhelmed by the direction of education. He felt: 
 
…very cynical, sceptical at best, over burdened, which I think is deliberate to 
um make it difficult for teachers to critically analyse what's happening. 
Teachers would like very much to get on with what they perceive as their job 
and that's teaching um to be technicians but I think they need to be socially 
critical...If we had a rationale that was based on um providing a service to the 
client instead of the other  way round to a degree there would be a shift in 
culture however as I said I'm not optimistic that will happen. 
 
The feelings of cynicism and pessimism seen in this quotation reflected what a 
number of the staff said. They felt personally overwhelmed with what they were being 
asked to do. In many cases even when they could see a way out they felt it was 
impossible to succeed in the school system in its present form. One teacher wanted to 
give it a go though: 
 
…staff need to feel good about themselves they need to have the 
assertiveness they need to keep up with all the curriculum changes in the 
Department so I see my job as encouraging as modelling being ready to 
change and it’s getting harder all the time with the pace of change. 
 
She felt that to have any chance of improving the education of disadvantaged students 
further changes were needed. These changes would not be cost neutral, so she felt 
they would not happen. Schools would need to be creative, as she felt this school was 
already being. An ideal school would have: 
 
15 children class teacher School Services Officer on tap and parent helpers 
then you could really have them working  in small groups and they 
 
 183
could be interacting...that's idealistic and impossible...what we are doing is 
encouraging parents to become aware and informed and not just to help with 
the canteen but to help make decisions we are doing that I think 
  
Some, while having an understanding of social justice were not supportive of the way 
they perceived it being played out in the school: “Being fair to everyone seeing that 
they're treated in the same way but I tend to disagree some people don't deserve to be 
treated in the same way...it’s the way we treat people we treat them equally”. This 
person went on to say that current government policy encouraged abuse of the system 
by some people. She felt there were many wasteful handouts. 
 
In a staff meeting at the beginning of 1993 the school staff worked through a process 
to come up with a composite definition of what social justice meant to the staff of the 
school.  This is their definition: 
 
Social Justice is the right of all individuals to have equal access to society's 
resources in order to satisfy their social, emotional, physical and intellectual 
needs. Active social Justice programs are aimed at redressing the 
disadvantaged situation of those who don't have equal access (Targeted 
Groups). Strategies of such programs include affirmative action, 
redistribution of resources and laws and teaching related to anti-
discrimination. 
 
It is possible to see in this the influence the Social Justice Action Plan (Education 
Department of South Australia 1992) has had on the staff of the school. Some of the 
issues encompassed by this definition were evident in the opinions of some of the 
staff interviewed. The issue of equal access was certainly present in the interviews, as 
was affirmative action, but issues related to anti-discrimination, for example, were not 
mentioned. 
  
In terms of the school becoming a more socially just institution, a number of the staff 
had clear and somewhat optimistic views whilst others felt more pessimistic. One 
teacher felt that a clear understanding of what social justice meant may, in itself, 
make schools more socially just. Another teacher felt some of the work the school 
was doing, particularly in the area of parent participation was heading in the right 
direction: “we’re  encouraging parents to become aware and informed and not just to 
help with the canteen but to help make decisions, we are doing that I think”. Another 
agreed but felt the school needed to do more: “one thing we have to do is make 
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parents more aware...we're doing it better than we used to do, but we still have to 
make parents more aware of what we are trying to do um give them information and 
power”. Another felt social development was a key issue not only for more socially 
just schools but for a more socially just world: “the notion of social development 
becomes the core of citizenship for me because it's not just learning skills about 
learning, it’s about knowing how to inter-relate”.   
 
Words like equality and fairness were also prominent in  parents’ definitions of social 
justice. The following was typical of what was said: 
 
To me I think social and justice when you break it down it means that 
everyone has a fair go no matter what whether they're males or females 
whether they're non English speaking people or black or white or age it just 
seems to me...they get a fair go. 
 
The notion that social justice had to do with ‘a fair go’ for different groups of people 
was seen in the responses of all the parents: “Helping those who are disadvantaged in 
money terms is a good idea, like helping Aboriginal groups who are traditionally 
disadvantaged; any intellectually or disabled people; girls; boys, who also argue 
having been disadvantaged; and different ethnic groups.” This also reflects the notion 
of ‘a fair go’. This parent had some reservations about seeing girls as disadvantaged. 
She along with another mother felt that the boys were missing out in some things at 
school. The mother who felt most strongly about this had three boys, she said she: 
"spoke from personal experience". Another parent perhaps captured the relationship 
between social justice and affirmative action by saying that social justice was about 
equity and that did not always mean fairness: “We need a perfect world before this 
could happen”. A father saw social justice at a very individualistic level: “it should 
mean respecting the right of the individual to live and work and share in the 
community...the right of the individual to learn and grow through the school 
process…to develop their own skills”. He went on to say that the greatest barrier to 
social justice in schools was the disruptive behaviour of some students.  
 
Generally parents saw as positive actions the school took related to social justice, 
including, affirmative action type programs or strategies. One strategy mentioned in a 
positive light was single sex classes. This was especially seen as valuable for physical 
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education. One parent felt this should occur on a whole school basis and be extended 
to maths and science lessons. Another strategy that was applauded was one that saw 
different year levels allowed access to different pieces of play equipment each day. A 
number of parents mentioned the SCH scheme as a positive way of helping those who 
found it financially difficult. One parent said it was only when she found she really  
needed it that she found out about it. It was the school that had told her and she now 
found it a help in allowing her children to participate in a number of school activities 
they may not have in the past. Parents saw the SCH  scheme as easy to manage. It did 
not have the paper work that was attached to some government schemes. Some saw 
this paper work a deterrent. Others felt the scheme really relieved the pressure for 
them.  
 
The other issue that emerged for parents was that of literacy. A number felt that if 
children were able to gain good literacy skills it would alleviate disadvantage in the 
next generation. One parent, who was involved in the school’s PP Committee felt the 
funds that came into the school via this program were used to improve the educational 
outcomes for disadvantaged kids, an expression clearly borrowed from the 
bureaucratic. This meant they worked as a social justice initiative. These funds 
supported the school's outdoor education program, ensuring more students were able 
to attend camps and go on excursions. This funding, it was suggested, could be used 
to develop support sections of the school population. In general, parents had clear 
understandings of what social justice meant for them. A number felt that the school 
did things that would foster a socially just environment, some felt the school could do 
more.  
 
Unlike the staff and parents interviewed most students had little idea what social 
justice meant. Four of the older students (12 and 13 year olds), a boy and three girls, 
did and their responses were: 
 
To do with race, colour... everybody getting treated like they are a part of the 
world they should be respected it doesn't matter if they're black white short 
tall .. sometimes at school people get teased... to do with size ... the colour of 
their skin.(13 year old girl) 
We have rights for the Aboriginal and disabled people they built a toilet for 
the 
disabled people. (13 year old boy) 
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Fairness... for everyone... everyone has the same rights... about no harassment 
(12 year old girl) 
Putting things right for people (13 year old girl) 
 
The responses of two others, a 12 year old girl and a 10 year old boy, indicated that 
they had at least heard the term. The girl felt it had something to do with boys being 
allowed to do what girls do and girls being allowed to do what boys usually do. The 
boy said he did not know what it meant but it had something to do with my job in the 
school, he also felt it had something to do with doing Aboriginal Studies lessons. 
 
I told the students who had no idea what it meant that it was about things being fair 
and that everyone needed to receive an equal chance. The students interpreted this as 
being related to social skills, such as no put downs and everyone getting a turn in a 
game. Others saw it in an even more individualistic sense saying it was about being 
allowed to wear your hair as you want and not having to wear school uniform. These 
responses would seem in some way to relate to the maturity levels of the students for 
the younger ones talked about what was fair for them as an individual rather than 
including others. 
 
The interpretations of social justice given by staff, parents and students seem to 
reflect many of the issues that come through in government policy. The notion that it 
was about groups of people being disadvantaged came through very clearly in the 
responses from staff. With parents the issue of girls being disadvantaged was 
obviously a 'hot’ one; their position on it related very much to whether they had sons 
or daughters at school. These views of social justice in many ways reflect the work of 
MacIntyre (1988) when he says that: "Justice is prima facie egalitarian" (p.344). A. 
MacIntyre (1985) also believes that in this age of liberal individualism: "There seems 
to be no rational way of securing moral agreement" (p.6). Pluralism is one of the 
features of our culture that acts as a block to agreement on moral issues.  
 
6.2.2 School and Socialisation 
 
Clearly the socialisation process is one that is of great importance to a society that is 
to develop social cohesiveness. Socialisation is seen by staff, parents and students as a 
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crucial aspect of the school’s role. From the comments below some see this as the 
most important aspect of schooling. This is interesting in that a lot is now written 
about the fact that it is the mass media, rather than the family, school or church, which 
plays a key role in the socialisation of children. "(N)ew social integrative mechanisms 
have emerged...education is overshadowed by the age of the mass media" (Hinkson 
1991, p.21). One of the reasons  for this is that the mass media is not: "'burdened' with 
the technologies of print" (Hinkson 1991, p.22). Schools, on the other hand, still rely 
heavily on the use of the printed word.  
 
The data, while showing socialisation as a crucial part of the role of the school, shows 
it to be a certain type of socialisation. One that leads, in the main, towards future 
employment opportunities. The responses of the staff showed varying interpretations 
of what socialisation meant. These interpretations ranged from notions of developing 
self esteem to notions of the student becoming a full participant in society: “where a 
child can learn to interact with other kids at their own level and get to know other 
children from different backgrounds different cultures and abilities... it’s also there as 
a kind of preparation for future life...to gain insights into how society works”. For one 
teacher it was about self esteem: “I think self esteem is really really important because 
if we don't have children leaving school feeling good about themselves then we are 
obviously going to have big repercussions in society”. For others it was about 
becoming an active citizen in a democratic society: “to transmit cultural and other 
knowledge...enabling people access to and gain for themselves participation in society 
in a self fulfilling sense and a contributing sense”. For this person, teachers, as 
educators, should be asking questions such as: ‘What is society like?’ ‘What should 
society be like?’ ‘How could society be like this?’ These questions suggest a society 
that incorporates notions of trust, reciprocity, mutuality, co-operation and time for this 
to occur (Cox, 1995). 
 
The notion that schools taught students social skills involving how to get on with each 
other, to solve conflicts and problems, was seen by most parents as important. As one 
put it: 
 
The other thing I would like my son to be educated in is to be...a valued 
member of what ever group he's  in it requires some adjustment and 
flexibility and to be able to learn how to do it...I want him to have the values 
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of honesty sincerity and caring for other people and having the guts to try 
things and not feel he's a failure if it doesn't work out and to feel good about 
himself...if you feel good about yourself I reckon you're half way there if you 
feel rotten about yourself then you're in trouble. 
 
This she hoped the school would assist her son in learning. Co-operation was seen as 
a valuable socialisation skill that schools should teach and that it would be an 
essential skill for the future. One parent felt if we started teaching social skills to 
students now it would be: "a generation or two", before it filtered through the 
community and that society would then become a better place. 
 
Students saw one of the purposes for school as learning to get on with others and to 
co-operate. They felt this was important to both in school and out of school life and 
later when they were looking for a job. Could it be that the students had a clearer 
understanding about how they came to think act and do the way they do then many of 
the adults in their lives?  
 
Now to the initiatives the school implemented which could been seen as developing a 
notion of social cohesiveness. 
 
6.2.3 Parent Room 
 
One of the first initiatives in the school in 1992 was the establishment, with the 
adjoining Junior Primary School, of a Parent Room. The rationale behind the 
development of this room was that some parents had bad memories of school, due to 
the experiences they’d had while attending as students. They did not feel comfortable 
coming into the school. As a parent remarked at one of the PP Committee meetings: 
"they can't be involved in making decisions if they don't feel welcome in the school.". 
It was a strategy that had been adopted successfully by a number of PP schools in 
Adelaide, as a way of building up the confidence of the parents in relation to visiting 
the school. It was hoped that, in this case too, it would also add to parent confidence. 
It was like providing Parents with a 'safe' first step into the school. It was also to 
provide a place where parent run workshops and parent meetings could take place. 
Finally, it could also act as a focal point for parents to meet with each other for a 
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'coffee and a chat'. It was seen as a first step in opening the school to the parent 
community.  
 
As the co-ordinator of the project it was my role to establish the room. I felt that the 
best way to do this was to establish a small committee of parents. This committee 
would work with me in the room's development. There were two issues that 
influenced how I went about establishing this room. I knew if the parents were going 
to feel any 'ownership' of the room they would have to be involved from the start. In 
addition, the aim was to involve parents from the lower socio-economic group in the 
school so they had access to decision making. This being the case I spoke to the 
School Counsellor and the Principals of the schools to establish the best parents to 
approach. I decided that four parents would be a good number to take the initial lead 
in the room's establishment. Thus the Parent Room Committee was formed. The four 
parents who formed this committee were all parents of SCHs and thus from low 
socio-economic households. They were all mothers, the reasoning behind this was the 
belief that it would be mostly mothers who used the room. In retrospect that was a big 
assumption to make, however, in reality it turned out to be the case. I am left to 
wonder how different things may have been if fathers had been in the group. Three of 
the parents had part time casual employment and one worked in a voluntary capacity 
within the school. They had not, to this point, been involved in any aspect of school 
life related to decision making. The fourth mother's contact with the school before 
being approached to be a part of this group had been largely of a negative nature. It 
related to problems, both academic and behavioural, that her children were 
experiencing.  
 
I approached these parents individually during the first week of the 1992 school year 
to outline the idea for the Parent Room and to invite them to join the committee. All 
four agreed to join the committee. There were varying degrees of enthusiasm among 
them; two were very enthusiastic and one was willing to give it a go and one needed 
some reassurance and convincing. As it happened one of the other women lived next 
door to her and when she realised this she was willing to join the group. 
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The first meeting of the Parent Room Committee took place in the second week of the 
school year. The only given we had was the site of the room. It was a single 
prefabricated classroom separated from the main buildings of both schools but 
situated between them. Its isolation from the schools, it was on an oval area with its 
door facing away from the schools, was seen by the parents on the Parent Room 
Committee has having both positive and negative aspects. On the positive side they 
felt they could come to it without really feeling they were part of the school. This was 
positive in the sense that they would feel less intimidating than having a room within 
the main buildings.  As a ‘drop in centre’ it was far enough away from classrooms for 
this not to cause a disturbance. It was also felt that if parents wanted a place to meet 
where they could be truly honest about school issues it was good to be that bit 
removed from the school. On the negative side they felt, as the room was away from 
the main building, it might give the impression that the school did not really want 
them. It was also situated at the back of the grounds of the school so parents would 
have to walk through the grounds, past all the other buildings to get there. This, they 
felt, would be a deterrent to parents who already had negative feelings about the 
school. As it turned out the site proved very satisfactory. 
 
During the first month of the school year the four parents worked very hard to set up 
the room as they wanted it. They were able to quickly establish what they needed in 
the room, such things as furniture and tea, and coffee making equipment. The room 
had previously been used as a classroom so it needed quite a few changes to turn it 
into a room that would be welcoming to parents. This was especially the case, the 
Committee felt, if we wanted to get parents in who had bad memories of school. The 
Committee did not feel confident about negotiating with the Principals for things they 
needed and this was left to me. I found the Principals very supportive and they 
arranged for chairs, including some comfortable arm chairs from the staffroom, and 
funding from school budget to buy mugs, spoons, tea, coffee, and an electric jug. The 
schools even unearthed an old TV that could be used in the room. The Committee 
spent much time setting up the room. Coming in when they could and often bringing 
other parents with them, parents who had not previously been to the school unless 
asked by staff.    
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By the end of April the Parent Room was ready for use. The Committee organised an 
open afternoon to officially 'launch' the room and over 40 parents attended. Following 
the 'launch'  parents began to call in the afternoon for a coffee and a chat before they 
collected their children. What was a problem was that the room could not be left 
unlocked when it was empty, for security reasons, so a key had to be collected from 
the school's front office. This seemed to work against the original intention of the 
room in that parents would now have to go into the school to get a key. In an attempt 
to overcome this the room was open at certain times during each day, from 9.00 to 
recess at 10.40 and from after lunch to the end of the school day.  
 
By the end of the first term, it was felt that the room needed some sort of focus. From 
the responses to the Survey, conducted the previous year, it was clear that craft was 
an area of interest of many of the mothers. It was decided by the Parent Room 
Committee that a regular craft morning could be organised using the Parent Room as 
the base. The Friday morning craft sessions that began in 1992 were still continuing 
in 1995.  
 
Initially they were for an hour and a half on a Friday morning but they gradually 
expanded to become a Friday out for the mothers who attended. There were regularly 
10 to 12 mothers attending, not always the same ones, and they invited Aboriginal, 
Greek and Filipino mothers to share their craft skills. The CLW  took over the 
organisation of the craft days in 1993. In 1992, materials for the morning were 
subsidised by  PP money, however, in ensuing years' participants supplied their own 
materials. 
 
There has been a number of positive spin offs from these mornings. They have been 
able to bring into the school a number of mothers who had previously only come to 
the school when 'summoned'. The mothers have then shared their skills with classes 
teaching them new craft skills. It also acted as an unofficial 'support group' for a 
number of lonely mothers. It was not, however, able to include a large number of the 
mothers in the school community, there were many who were not interested in craft. 
There is always a danger that a group such as this can become exclusive and then it 
has an effect opposite to its original intention, in that it becomes daunting for new 
people to attend. 
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The Parent Room Committee was disbanded at the end of 1992, as its function 
of establishing the Parent Room, had largely been fulfilled. The Parent Room, 
however, remained an important area in the school. The beginning of 1993 saw the 
appointment of a CLW, herself a parent, who took over responsibility of the Parent 
Room. At the beginning of the second school term in 1993 a group of five parents and 
three staff members, the CLW, the School Counsellor and myself visited several 
Adelaide schools. The aim of this visit was to discuss with staff and parents the parent 
participation strategies that they had implemented. The selected schools visited, 
reflected the composition of our school. They were designated as disadvantaged and 
received funds from PP. Both had Parent Rooms, one of which was similar to ours. 
The parents picked up a number of ideas that they put into practice in our Parent 
Room upon return. It was probably this trip that had the most effect on the parents 
taking 'ownership' of the room. By 1994 any trace of the room being recognisable as a 
classroom was gone. Innovations include, a book exchange and a school uniform 
exchange. Parents advertised for a second hand fridge that they were able to obtain for 
$30. By the end of 1994 the room ‘belonged’ to the parents and there were a lot more 
using it simply as a place to 'drop in' for a coffee with friends. The parents who did 
this were more likely to become involved in the decision making processes of the 
school. The establishment of the Parent Room was, in some small way, an attempt by 
the school to encourage the development of social capital within the parent 
community. It endeavoured to encourage co-operation, trust and a degree of 
reciprocity among parents.   
 
6.2.4 Class Parents  
 
Another initiative begun by the school in 1992,  in the name of parent participation 
and social justice, was to develop a system of Class Parents. The idea was not new to 
the school as one class already had a system of Class Parent operating. The rationale 
behind Class Parents is that they assist in the school/home communication process at 
the classroom level by providing a more personalised form of communication. This is 
achieved by attempting to give parents some degree of decision making about what 
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happens in the classroom.  The hope is that this will result in improved learning for 
their children. Class Parents do a variety of things; 
• contact other parents, through a class newsletter, on the phone or through a visit, 
informing them about school and classroom events.  
• attempt to ensure that parents feel welcome at school or class events.  
• introduce parents new to the school to other parents thus making them feel 
welcome.  
• answer questions about the classroom and school the new parents may have  
•  support any special classroom activities by doing things themselves or arranging 
for other parents to become involved.   
• involve other parents in decision making about special events in which the class 
may be involved, for example, the class camp.  
Class parents open up the possibility for three way decision making at the classroom 
level between teacher, parents and students. What Class Parents do not do is become 
involved in any situation that may be difficult or uncomfortable. If a parent makes a 
complaint, for example, the class parents will refer the parent to the class teacher, 
School Counsellor or Principal. 
 
This initiative requires the classroom teacher to work co-operatively with parents and 
to be willing to share the decision making processes with them. This can be a 
situation that may cause stress for one or other party as it is a radical change from the 
relationship that has existed, in many classrooms in the past. This arises in most cases 
out of neither party being sure what the other requires of them. What this means is 
that clear communication is required between teacher and the Class Parents.  It is also 
an initiative that requires the full understanding and support of the classroom teacher. 
It is up to the teacher to make the decision to have Class Parents. If teachers feel 
uncomfortable or threatened by the thought of parents being in the classroom, or feel 
it will be too time consuming, the initiative will not get off the ground. This is a big 
step for teachers as it often results in them having to share power within the classroom 
with parents. It does require a major change in the relationship between teacher and 
parent. 
 
During the first term of 1992 a staff meeting was conducted to introduce the notion of 
Class Parents to teachers. This session was lead by a teacher who had had Class 
 
 194
Parents during 1991. Following this session two class teachers out of a possible 13 
decided to ‘have a go’ with Class Parents. One class was that of the teacher who had 
led the training session. In the following year 1993 three classes experimented with 
the idea, however, in 1994 only the original class teacher still had class parents.  
 
This initiative did not take off in the school and in talking to teachers and parents a 
number of reasons seem to emerge. A number of teachers felt it would exclude 
parents if only two could be Class Parents. They felt they had a good relationship with 
a number of parents in their room and did not see the need to have two that were 
designated as Class Parents. Indeed in one of the classrooms with Class Parents, there 
was some ill feeling about which parents were selected. Some teachers felt it could 
cause friction between parents if those who were Class Parents did not have a good 
relationship with other parents. Another teacher felt quite strongly that it was 
neglecting her role as a teacher expecting parents to keep other parents informed and 
involved. The other issue for teachers was the increased workload that resulted from 
the Class Parent initiative. It meant there was a need for regular meetings with the 
Class Parents and this they felt was too much for them to take on, given their already 
hefty work commitments. I too have reservations about the initiative. Those parents 
who were selected to be Class Parents were the ones who had the skills and 
confidence to carry it out. They would be the ones that would be participating in the 
school decision making processes, regardless of whether they were a class parent or 
not. What this could do is give the message to parents who perhaps didn't have strong 
communication skills that their contribution was not seen as valuable. It could 
perpetuate the status quo, that is, parents who were socio-economically disadvantaged 
would still not be participating. 
 
Many of the parents in the school were supportive of the initiative, especially if they 
had been in a class where it had operated. A number expressed frustration with the 
classes who did not operate the scheme. From those spoken to though, the message 
was that they themselves wanted to be the Class Parent. A number did not like it 
because, although keen to be involved, they did not think they would be chosen 
because they did not have good literacy skills. There is certainly the potential for the 
initiative to work against the interests of parents from low socio-economic 
backgrounds.  
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In the class where it continues to operate it has worked well but not without problems. 
The teacher spent many extra hours in setting it up, however, she feels this is time 
well spent. She thinks the hardest thing has been having to share with parents and 
students some of the decisions she had previously been able to make by herself. It is 
necessary for her to be clear from the start what her parameters are, so that she is not 
having to work with a decision she cannot handle. It has had, she said, its frustrations 
but she is going to continue with Class Parents in the future. Other classes have not 
taken up the initiative but all have been forced to consider the relationships they have 
with parents. A number of classes have used aspects of the Class Parent scheme and 
certainly the number of parents involved in school activities has increased. 
 
6.2.5 Parent Network 
 
Another way parents were encouraged to take part in school activities was through the 
Parent Network. The idea of networking has risen to prominence through the linking 
of telecommunications and computers, the Internet, the World Wide Web. For Sharp 
(1994) the Internet is: "the network…at the cutting edge of the post human 
experience” (p.47). As with many ideas developed in one field they, along with their 
jargon, permeate other aspects of the social world. It would seem that the network is 
becoming one of the realities of contemporary society (Brett 1994).  
 
As part of the drive for parent participation it was envisaged that a network of parents 
would be set up The parent participation focus at the school had always included 
some notion of setting up a decision making group for parents that had some 'clout' 
but was not as formal as the School Council. It was envisaged that it would run during 
the day to balance out the night time School Council Meetings. The reasoning behind 
this was that some parents could come to the school during the day and some at night. 
Experience of night time meetings had shown that the mothers of SCHs were more 
likely to come to the school during the day than at night. They could come when their 
children were at school but found it impossible to come at night for a number of 
reasons,; no car to get there, too expensive to employ baby sitters, or they had family 
commitments at night.  
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So it was decided that there should be some form of decision making group that met 
during the day. This group would in some respects mirror the types of things the 
School Council did and would have direct input, via a representative on the School 
Council. Just what form this group would take was initially undecided but it was felt 
that its membership needed to be open and the meeting not as formal as that of the 
School Council. 
 
The visit to Adelaide schools by a number of staff and parents in early 1993 provided 
some ideas for such a group as well as information from other schools who were 
experimenting with similar ideas. It was decided that the school should develop a 
network of parents. A network in the sense that there should be at least one but ideally 
two parent representatives from each classroom at each Parent Network meeting. The 
idea that the group have an open and flexible membership was to be maintained.  
 
These initial plans were to be discussed with parents to gauge their support and their 
ideas in relation to the Network. This was to be done by running a decision making 
workshop day. This day was run in the middle of the third term of 1993 with the aim 
of developing the skills of parents in relation to decision making as well as to discuss 
the notion of a Parent Network. The day was run by the school’s Deputy Principal, the 
School Counsellor and myself. It included sessions related to active listening, 
handling conflict, meeting procedure and group discussions of the notion of a Parent 
Network. In many ways it was more about developing self confidence in working in a 
group than about decision making. While decision making was the end point 
developing self confidence was seen as the first step towards becoming involved in 
decision making groups. Thirty six parents, all mothers, attended the day. All the 
parents were enthusiastic about the formation of a Parent Network and they agreed to 
attend the first meeting and to bring someone with them.  
 
The Parent Network got under way in the third term of 1993 with the idea of meeting 
each month. The first meeting was attended by about 35 parents many of whom had 
been at the decision making day. The main purpose of the first meeting was to explain 
the aims of the Parent Network. These aims were; to inform parents about matters in 
the school of importance to them, to give them the opportunity to express opinions on 
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important school decisions and to give them a chance to discuss matters that were of 
importance to them. The idea was to then spread the information and to discuss 
decisions with other parents in the school community, to ‘network’. It was decided 
that each meeting should have a curriculum component and a discussion component. 
Matters for discussion could be raised by either parents or teachers and they were to 
be advertised on the meeting notice sheet that went out to parents prior to each 
meeting. The meetings during 1993 were held twice in terms three and four and were 
regularly attended by about 30 mothers.  
  
During 1994 the Parent Network was run by the CLW and the focus changed to the 
discussion of curriculum issues. The meetings occurred once each term and the 
numbers attending gradually fell. The CLW put this down to the fact that many of the 
'founding members' had since found jobs and were no longer able to attend. It does 
show how difficult it is for schools to sustain processes that give access to decision 
making to a greater number of the school’s community. Personnel change within the 
school and this can influence the direction of any program. The running of the 
Network changing  from the responsibility of a teacher to the responsibility of the 
CLW, who is was also a parent, brought a change to the way the Network operated. 
Essentially the two people viewed the Network from different perspective’s thus 
seeing its role differently. The CLW saw it as an information body for parents rather 
than a decision making group. It would not appear that it had, in the long term, 
dramatic effect on the access to school decision making for parents who are from 
disadvantaged groups. 
 
6.2.6 Fundraising Committee 
 
Fundraising has always been a well supported aspect of the school. The area of 
fundraising has, since 1984, been managed by an auxiliary committee of the School 
Council. Prior to 1984 it had been in the hands of the Welfare Club. 
 
The school Welfare Club was formed in 1925 and at the inaugural meeting there were 
17 women. The stated aim of this club was: “To deepen their understanding of child 
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life, to promote friendly and sympathetic relations between teachers and parents and 
to further the interests of the school” (Lawrie 1988, p.40). 
 
The Welfare club was very active as a fundraising group. Their fundraising activities 
seemed, from school records, to be specifically targeted and included raising money 
to buy new furniture for the junior school and playground equipment including two 
swings and two seesaws. Another way in which this club worked in the interests of 
the students was to arrange special occasions including an annual Christmas Party and 
regular ‘Lunch Days’ (Lawrie 1988).  
 
The Fundraising Committee that came into being in 1984 is very active and has no set 
limits on the number of members. It includes both staff and parents, fathers and 
mothers. Their meetings are held in the evenings as are most of their fundraising 
events; this makes it possible for working parents to attend. The Committee is chaired 
by the school’s Deputy Principal and he sees it as an alternate way of parents 
becoming involved. There are parents from a wide socio-economic and cultural 
spectrum involved with the Committee. It is, the Deputy believes, a: "social  
gathering" as well as an organising Committee. One of the regular events on the 
calendar is a Gala Night, a fundraising event with stalls and items of entertainment. 
The earliest record of such an event at the school was in 1947 when the school held 
the event during the day on the lawns in the main street of the town (Lawrie 1988). In 
1953 the first Gala Day at the school was held (Lawrie 1988) and they were held 
regularly from that date. The first Gala Night took place in 1970 (Lawrie 1988)      
 
The Gala Night continues to be one of the major fundraising events at the school. A 
feature of the nights through the late 1980s and early 1990s has been the multicultural 
flavour of the food stalls. In 1994 there were food stalls selling food from; Greece, 
Turkey, the Philippines, India and Vietnam. These stalls were all run by parents with 
organisational assistance from staff. The nights are always well attended  not only by 
parents and students of the school but by the whole community. Profits usually range 
from  $4 000 to $5 000.  The school also has an opportunity to present a positive face 
to the wider community. 
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6.3 Summary 
 
What we have seen in this chapter is that there are still spaces for the development of 
social cohesion in the community and school. We have seen that it is possible to 
encourage trust, co-operation, reciprocity, mutuality and goodwill. Many of the 
initiatives that could be seen as developing social cohesion, had their origins outside 
the major policy developments. The school was able, however, to use government 
funding to develop things such as the Parent Room, Class Parents and Parent 
Network.   Government funding cuts have increased the need for fundraising at a 
school level, this has resulted in more parents joining the Fundraising Committee.  
 
To return to the river as metaphor, the stance people take on environmental issues is 
influenced by their personal relationship to the environment, in this case the river. 
Irrigators in the lower reaches of the Murray bemoan the salt in the river and blame 
their fellow irrigators upstream. It may be that they themselves are also producing the 
salt. Hearing staff talk about social justice and their role in making it a reality in the 
school brought to mind the river fighting the inundation of salt. It is all too much, and 
everything is happening too quickly. Like with the 'halt the salt campaign ' in the river 
we know what to do but its just too hard. As one teacher put it: 
 
…social justice is meant to be equality and equity for all...but I can't see how 
you can get that because you give somebody more if you're looking at it from 
a very straight point of view somebody else has got to miss out... I have 
trouble with this...because I still can't see even in my role how I can assist the 
so called targeted groups especially those in poverty... how can we redress 
their disadvantage if your at school…to improve their outcomes...there is no 
way we can make it equal outcomes like with other kids.. If that's equity then 
I don't  
understand how it works 
 
The feeling was that it's not an issue that schools can tackle alone, it's a societal issue.  
Schools can merely do their little bit. The successes seen in this chapter, present some 
hope for a more socially cohesive form of education, thus leading to a socially just 
future. 
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PART 3. 
SOCIAL JUSTICE, CULTURAL CHANGE 
AND CONTRADICTION 
 
This part of the thesis deals with the interpretation of the data in the light of the 
literature of the field and thus draws some conclusions in relation to the research 
question. The following discussion of the way social justice is constructed in 
education in ‘new times’ will focus on globalisation and on displacement and social 
division. Globalisation considers the emergence of a new global culture, one where 
networks, made possible by the development of information technologies, extend 
beyond the nation-state and are abstract in form. Using the term globalisation as an 
organising concept, I argue that these new networks are having profound implications 
for social justice in education. The discussion then concerns the concept of 
displacement, a concept which emerges in an increasingly global culture. Finally the 
discussion will turn to the way in which new social movements are influencing the 
understanding of social division. 
 
This part of the thesis begins with a chapter presenting the interpretive position to be 
taken. A position drawing on  both moral philosophy and social theory as interpretive 
tools. This is followed by a chapter concerned with the implications of  globalisation. 
The third chapter concerns displacement and social division and the final chapter 
presents my theoretical conclusions. It is in this final chapter that the implications of 
the thesis for education are discussed and some new ways forward suggested. 
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Chapter 7. 
The Interpretive Position 
 
The thesis is concerned with the study of social justice in education in ‘new times’. It 
has been shown throughout the thesis that a myriad of changes have occurred across 
the social spectrum, changes which have challenged some of our deepest cultural 
assumptions including those about work, institutions such as family and church, and 
the changing roles of men and women, and about the uses of our natural environment 
by humans.   
 
Social justice in ‘new times’ is set within the limits provided by economic 
rationalism. Such a position is closely linked to the rise of liberal democracy as a 
political ideology. A rise which has been on a global scale. This valorises the 
individual as compared with the group and the family as compared to the social whole 
within the context of expanded economic groupings and markets. Such an ideological 
position sees the role of the state as providing the ‘legitimising  muscle’ to advance 
the cause of individuals and their families, and by implication the owners of capital, 
as compared to larger social groupings. These perceptions were applied in Australia, 
even under a Labor Government. In this sense social justice policies in ‘new times’ 
are ideological, they act as a political lever to legitimate economic restructuring. They 
are policies designed to carry disparate groups forward and together on a common 
stream of economic reform. They are used to ‘sell’ economic reform as being ‘good’ 
for all of society. Against the backdrop of economic rationalism and liberal 
democratic ideals there emerges a language geared to the production of an 
economically viable self; self image, self identity, self esteem and self confidence. As 
a result, the sense of identity as ‘social’ is lost from view. 
 
We live in a time where the: "symbolic and material worlds now intersect with 
profound implications for our way of life." (Hinkson 1982, p.64).  This intersection of 
the material and the symbolic can be seen in the formation of networks which bring 
together previously discrete aspects of life. The World Wide Web is an example of 
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such a network. What were previously individual computers situated from Adelaide to 
Alice Springs to London to Moscow, are now brought together into a global network 
via electronic telecommunications. Linked components come together to form 
something new. The Olympic Games is another example of this. The five intersecting 
rings give voice, symbolically, to the material dimensions of unity of nations 
competing peacefully together. While the Olympics are an event in which many 
nations of the world compete, and to that end it is global in nature, it is also an event 
which is local. There may be someone you know training on the local sports field, 
swimming pool, or shooting range hoping to be a part of the next Olympic Games in 
Sydney in the year 2000. This intersection of the symbolic and the material in relation 
to the Olympic Games can be seen in Table 7.  
 
Table 7 Symbolic and Material Practices associated with  the Olympic Games 
Symbolic  Material 
• Rings 
• Torch 
• Medals 
• I. O. C. (International Olympic 
Committee) 
 
• selection trials occur around the globe 
• athletes train for the event 
• a large number of the world’s 
countries attend 
• Games occur every 4 years 
• opening and closing ceremonies 
• winning is validated 
• international telecommunications 
linkages 
  
In the Australian context the drawing together of football clubs from across the 
country into a national competition titled the AFL provides another example. The 
development of a network of parents (ref. p.198) to work together to improve the 
education of their children was a similar remaking of diverse interests drawn together 
in a new way. One must ask what creates this new synthesis of the local and the 
global, the symbolic and material which the examples above showed ? This question 
is one many are grappling with, at a theoretical level. My answer, drawing on the 
work of  Sharp (1983, 1885, 1992, 1993) and Hinkson (1982, 1991, 1993a, 1993b 
1997), is that the ways of the intellectually trained, the knowledge workers, have 
come to dominate, have become hegemonic. This can be seen in the fruit industry in 
the way the fruit growers are increasingly encouraged to rely on techno/scientific 
innovations in the production of fruit. One way to understand this is to consider the 
way labour is constructed. The mental labour of the intellectual, is associated with 
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symbolic practices, while the use of muscle power, manual labour is related to 
material practices. What we see occurring is the intersection of mental and the manual 
forms of labour in new ways, foregrounding  the mental, the intellectual (Aarons & 
Sharp 1997). The world now operates in a way which relies increasingly on the ‘work 
of the head’ while the hand is left to follow. This has sweeping implications (Aarons 
& Sharp 1997) for social practices. 
 
In the Western world there has for a long time been a division of labour in terms the 
mental and the manual, the ‘work of the head’ and ‘the work of the hand’ (Sohn-
Rethel, 1978). What this means in terms of social practice is that the ‘work of the 
head’ is conceptual and intellectual while the ‘work of the hand’ is physical and 
manual, it requires muscular effort.  Mental labour is associated with the use of the 
intellect and manual labour is associated with the use of muscle power. There has 
always been some correlation between mental and manual labour (Sohn-Rethel 1978). 
The head influences the labour of the hand and vice versa: “no human labour can take 
place without a degree of unity of head and hand” (Sohn-Rethel, 1978, p.84). People  
tend to classify work in terms of either mental labour or manual labour. By this I 
mean that we have come to see some people as having jobs, within which they use 
their intellect in a direct way, as a productive force, whilst others have jobs which use 
their physical labour as a productive force. The first group, often referred to as the 
white collar workers, work in fields such as banking, commerce and even education. 
The second group, often referred to as blue collar workers, include those who work on 
fruit properties, on production lines or on road construction crews. While both of 
these groups still exist, it would seem that increasingly it is the labour of the head, the 
use of the intellect, which is seen as the way forward. Jones (1995) who in his book 
Sleepers Wake says: “knowledge and skill have replaced raw materials and muscle-
power or the imperative to work harder” (p.iv). Jones (1995) believes the way ahead 
for Australia lies not in commodities from agriculture and mining, nor in heavy 
manufacturing exports but in 'sunrise' industries, such as electronics. In Australia we 
are exporting 1950s products while importing 1990s products, there is no value 
adding (Jones 1995). According to this line of reasoning  it is the work of the intellect 
that provides the vital ‘value added’ component that makes a national economy 
competitive in the global context. What has resulted from this is a change in the 
relationship between the labour of the head and the hand, between mental and manual 
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labour. Manual labour still exists, however, it is now more closely related to mental 
labour. On a fruit property the worker is still required to perform manual tasks such as 
driving a tractor which is pulling a spray plant. It is mental labour, however, which 
has been used to determine; what spray will be used, when it will be used and how 
much is necessary. The way mental and manual labour interact is also seen in the way 
I have used a word processor to produce this text. It was mental labour which created 
the text but it was the manual labour which produced the text in the form in which it 
could be read. So we see a new relationship between the head and the hand, mental 
and manual labour, a relationship where it is mental labour which takes the lead. 
 
This position was reflected in the 1990 federal election campaign when the then 
Prime Minister Bob Hawke promised to transform Australia from the 'lucky country' 
to the 'clever country' (Jones 1995). While supporting Hawke's vision, Jones (1995) 
prefers the term the 'intelligent country', because it suggests the need to work smarter 
rather than just harder. The data presented in Part Two of this thesis shows that this 
push for the 'clever' or 'intelligent' country has underpinned education in the years 
from 1988 when the Strengthening Australia’s Schools (Dawkins 1988) policy 
statement was released.  In a move to develop this ‘clever’ or ‘intelligent’ country 
based around a high tech economy where mental rather than manual labour is seen as 
the way forward,  a series of macro and micro economic reforms have occurred. The 
deregulation of the banking sector is an example of a macro reform, while changes in 
industrial policy and education are examples of micro economic reforms . If the 
country is to reinvent itself in terms of the use of the intellect, as opposed to the use of 
the muscle, education must play a crucial role in the production of the new ‘clever’ 
workforce. Students are encouraged to stay at school longer and to focus on a post-
school education. The education system in turn, is to prepare students for the newly 
emerging intellectually orientated workforce. 
 
In this process social justice has become symbolic in ‘selling’ this new economic 
imperative as being the desirable way for the country to proceed. It has become 
symbolic in the sense that it is about inclusivity, it is about everyone, all groups and 
all individuals, sharing in the benefits of the new intellectually driven economy. The 
material practices which are associated with the symbol social justice include the 
retention of students in the education system in the post-compulsory phase, the 
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emphasis on academic attainment, and the foregrounding of issues of literacy and 
numeracy. While these practices are seen to be about inclusivity, what they ultimately 
do is leave the student to succeed or fail as an individual. There is little evidence of a 
position which acknowledges a wider social responsibility related to success or 
failure. The new way, the symbolic (in this instance social justice), interacts with 
material practices and raises some critical questions which need to be considered in 
any interpretation. These questions include: ‘What has changed in society?’ ‘ Who 
and/or what is excluded/marginalised?’ ‘What becomes foregrounded?’ and ‘Whose 
interests are served?’  
 
Emerging from a position which presents intellectualism as the way forward, is a 
cultural contradiction which requires a new form of interpretation. While it is the 
intellectual mode which is mooted as our salvation, it is also the mode which has 
resulted in change the pace of which Giddens (1984) describes as: "white hot" 
(p.199). Much of this change relates directly to innovations in the area of 
techno/science which has led to the demise of the need for manual labour. So while it 
may be seen as our future salvation, it could also be seen as our inevitable demise. 
The ‘white hot’ metaphor suggests that things are structurally unstable and on the 
verge of turning into a new form and are also prone to fuse with other elements. This 
is a situation similar to that seen in ‘new times’. 
 
We are presented with a cultural contradiction where the influence of technological 
advancements produces a culture where people are increasingly having to redefine 
their self identity and where the commodity rises to prominence. At the same time 
increasing numbers of people are placed in a position where they are denied access to 
commodities due to the changes brought about by the techno/scientific revolution. At 
a time when the array of opportunities and choices in life are expanding, increasing 
numbers of people in society are finding it impossible to cope with the choices. 
Others are unable to take up the opportunities because they are actually excluded 
from full social participation.  
 
In discussing social justice in education, strong ties to notions of the moral and the 
ethical will also emerge. Moral/ethical considerations can be seen in the emerging 
debates about issues as diverse as the environment, invitro fertilization, and providing 
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access to education for all children. Such moral/ethical considerations add another 
layer to an already complex situation and another dimension to the contradiction 
which emerges when intellectualism becomes hegemonic. 
 
7.1 Finding an Interpretive Position 
 
A research focus on social justice in education in ‘new times’ calls for an interpretive 
position which takes the issues related to the changing world into consideration and 
one which adequately copes with the connectedness of the individual and society. I 
want to begin this chapter with a discussion of the origins of the meta-theoretical 
position required for the interpretation of the data.   
 
The research focus makes it necessary to consider education within the context of the 
society of which it is a part. ‘New times’ are ones which are radically different, ones 
where not only the pace but also the scope of change is unparalleled in social history. 
As a result the relationships between the global and the local have undergone a 
dramatic change. A change resulting in the emergence of a global context along with 
the emergence of a new self with new needs.   
 
Wages are determined, in a general way, by the value of commodities 
required for the reproduction of the worker and her family. The ambiguous 
term is 'reproduction', for this is intimately tied with the appropriate level of 
material culture. But since commodities, including labour power, exchange as 
never before on a global scale, we may no longer (if we ever could) evoke 
purely local standards of what a worker actually 'needs'. These needs, 
historically considered, entail an evaluation not only of such matters as rent, 
the price of food and of clothing, considered abstractly. Does the household 
unit 'need' a car? How can teenage kids afford designer jeans? What about the 
television set? Can it be considered a luxury in the contemporary world? 
(Aronowitz 1990, p.107) 
 
The connection of the local and the global has touched both society and the 
individual. It calls into question the position and function of nation-states through to 
the formation of the ‘self’ (Hinkson 1991). The rise of techno/science and its 
influence on every aspect of life is crucial. Even the notion of what counts as work 
has been redefined (Jones 1995). This redefinition of work is crucial to this thesis. As 
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was argued earlier, there has been an intellectualisation of all aspects of life. Changes 
of this magnitude must have implications for social justice in education. 
 
The questions that Aronowitz (1990) asks above challenges the way we view social 
justice in the world today. In ‘new times’ one must ask whether the notion of justice 
derived from what might be called classic origins is any longer suitable. The: 
“conception of what justice means needs to be overhauled in the light of the 
democratic and other new social movements” (Aronowitz 1990b, p.108). This 
suggests we need a new way to consider social justice which takes into account 
changing social practices.  
 
Before considering in more detail the interpretive position to be taken it is necessary 
to define three terms which provide keys to the interpretation. These terms are 
hegemony, ideology and culture. 
 
7.2 Defining Hegemony 
 
Like many terms used in social theory hegemony has had a long and diverse history. 
Deriving from the Greek word for leader or ruler (Williams 1983) hegemony  was 
used by Gramsci (1971) to denote the way one social group has predominance over 
others in economic, political and ethical terms. According to Gramsci (1971) this 
occurs when: 
  
Previously germinated ideologies...come into confrontation and conflict, until 
only one of them, or at least a single combination of them, tends to prevail, to 
gain the upper hand, to propagate itself throughout society-bringing about not 
only a unison of economic and political aims, but also intellectual and moral 
unity, posing all the questions around which the struggle rages not on a 
corporate but on a "universal" plane and thus creating the hegemony of a 
fundamental social group over a series of subordinate groups. (pp.181-182) 
  
In short the dominant group, here the intellectually trained, is able to successfully 
project their way of viewing the world as the accepted common sense view, as if it is 
the natural order of things, onto the marginalised groups in society. In short the 
hegemony of intellectualism suggests that one particular mode of operation and view 
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of the world, that associated with the intellect, has come to be seen as the common 
sense view and to thus dominate within society. This domination is seen both at the 
level of production and at the level of social integration (Sharp 1983). As a result of 
this all values, including moral values, relating to the issue of social justice are 
constructed from this hegemonic position. Hegemony is the process whereby an 
ideology emerges. Thus any  discussion of the notion of hegemony automatically 
brings into play a consideration of the ideological position it promotes. Ideology is the 
content resulting from the process of hegemony. 
 
7.3 Defining Ideology 
 
The term ideology is both complex and contested, it has been used in many and varied 
ways (Dudley & Vidovich 1995). It was first coined by the French philosopher 
Destutt de Tracy. It has been used to characterise ideas, ideals, beliefs, values, 
political philosophies and moral justifications (Bullock, Stallybrass & Trombley 
1988). In a Marxist sense it is used to denote a particular belief system or set of 
interests associated with particular class interests (Williams 1983), or as false 
consciousness that acts to obscure reality. Mannheim used the term ideology to 
denote the self interests of particular groups. It is related to notions of domination and 
the: “representation of sectional interests as universal ones” (Giddens 1979, p.193, 
original emphasis). An ideology is the content of a set of beliefs which are ‘felt’ 
because they have been normalised/naturalised within a society. In this sense then an 
ideology acts in legitimating the interests of particular groups. It is this definition 
which pertains to this thesis and the set of interests of the hegemonic or dominant 
group are those of the intellectually trained. As such we can speak of the ideology of 
intellectualism the content of which is seen as being the only way forward. Rival 
ideas are marginalised and the contradictions, in this case inherent in the ideology of 
intellectualism, are obscured (Giddens 1979). An analysis of an ideology shows: "how 
structures of signification are mobilised to legitimate the sectional interests of 
hegemonic groups" (Giddens 1979, p.188, original emphasis). It is the assertion of 
this thesis that an ideology, based on intellectualism, plays an active role in the 
interpretation of social justice in education. 
 
 
 209
7.4 Culture as a Meta-category 
 
Largely by accident, Australians in the last quarter of the  20th century 
have become a nation of pioneers; some heroically, some reluctantly, some 
painfully. We have been plunged into a period of unprecedented social, 
cultural, political, economic and technological change in which the 
Australian way of life is being radically redefined. (Mackay 1993, p.6) 
 
What Mackay (1993) is referring to here is a process of change that is all 
encompassing, one that is endemic in ‘new times’. There is little doubt that this quote 
epitomises many of the dramatic changes, that this thesis has described, in many areas 
of life. Mackay (1993) talks of these changes relating to areas from the social, to the 
technological to the economic, to the cultural, it should be noted that the cultural 
referred to here by Mackay (1993) is that which is often defined as high culture, the 
culture of the arts.  If all of these areas of life have been touched by change in the late 
20th century how do we think about them theoretically. It would seem that what is 
needed, at an interpretive and a theoretical level, for this thesis is a way of reframing 
all these categories. What Mackay has presented here stops at, what Sharp (1993), 
would call, the interpretive level rather than going on to theorise the issues. It is 
necessary for us to ask why these changes are occurring. To do this a way must be 
found to hold all these areas, the social, the political, the economic, the cultural and 
the technological, together. What is needed is a meta-category which can be used to 
encompass all of those areas alluded to by Mackay (1993) and by this thesis.  
  
One possible way that this theoretical problem could be approached is outlined by 
Hinkson (1982). He points out that many of the changes occurring in contemporary 
society, do not simply fit into the categories of the economic, or the social, or the 
technological but rather bring forth interrelationship between these categories. This 
interrelationship are evident in this thesis. The issue of housing, for example, was 
seen  
to be a social issue, however, it was also closely related to economic imperatives (ref. 
p.162). Hinkson (1982) believes it is no longer possible to use interpretive tools 
related to institutional politics or the class structure. It is essential, Hinkson (1982) 
believes, that we look to a new way of framing how we talk about issues so as to 
better understand the contradictions they produce within society (Hinkson 1982). This 
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must include a consideration of not only basic ideologies but also the cultural ground 
from which they spring (Hinkson 1982). One way in which we can deal with this is 
to: "grasp the cultural logic which culminates in these unprecedented events " 
(Hinkson 1982, p.59). Studying events within a cultural realm  by drawing on deep 
seated culture assumptions will provide one way of coming to understand the 
dominant contradictions evident in ‘new times’. 
 
Culture then can provide us with a meta-category to assist in the interpretation and 
theorisation of society. This meta-category of culture, follows not only Hinkson 
(1982), but also Sharp (1983) who, it will be seen, provides a number of key 
perspectives within the interpretive position taken. According to Hinkson (1982): 
"Culture is being drawn into a different relationship with the social structure and 
reshapes it in different ways" (p.67). This is occurring not only through the 
transformation of the occupational structure, but also through the emergence of and 
universalising aspects of the mass media  
 
If culture is to be the meta-category how are we to define it. Culture as used by 
Mackay (1993) to refer to what is sometimes called high culture, the arts; it is not my 
intention to use the concept in that way here. Culture is not a word which can be 
accepted at face value, it is one of the most complicated words in the English 
language (Williams 1983). This is due, partly to its intricate historical development, 
but mainly because it has come to be used as a key concept by a number of different 
intellectual disciplines and incompatible systems of thought (Williams 1983). Culture 
in its earliest form was used as a process noun, it related to the tending of crops or 
animals. It had evolved, by the 15th Century, to be used in terms of the cultivation of 
the mind. Culture came into use in England and Germany by the late 18th Century. 
This usage provides us with a starting point. It was a: “a noun of configuration or 
generalization of the 'spirit' which informed the 'whole way of life' of a distinct 
people” (Williams 1981, p.10). This leads to the study of the: "relations between 
'cultural' activities and other forms of cultural life" (Williams 1981, p.12).  
 
Culture is viewed in the disciplines of archaeology and cultural anthropology in terms 
of material production whereas in history and cultural studies its reference is largely a 
signifying or symbolic one (Williams 1983). It is possible to see from these few 
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examples of its historical development and its use in different disciplines indicates 
that it has a complexity of usage. Williams (1983) believes that the problems are not 
in the end with the word but with its complex variations of usage.  
 
For the purposes of this thesis it is my intention to follow Williams (1981) and use the 
term culture to mean a 'whole way of life'. In so doing it is possible to use the term 
culture as a meta-category for thinking about the wide range of areas addressed in this 
thesis, from the economic, to the political, to the social, to the technological.     
 
So to the interpretive position to be adopted here. In any interpretation of issues 
related to social justice it would be expected that one could turn to moral philosophy 
as a tool. In terms of this thesis moral philosophy provides, in part, such a tool but it 
is my contention that it is contemporary social theory which allows the interpretation 
to be placed into the wider cultural context. As A. MacIntyre (1985) contends any 
interpretation of justice within a society is intertwined with the wider cultural context 
of that society. All interpretations of justice are set within their own historical period. 
In short, social theory provides us with the means of interpretation of what life is like 
and why it is as it is. As was alluded to in Chapter 2 the interpretive position taken in 
this thesis will, like the methodological position, draw on post classical social theory 
(Sharp 1993), especially the work of Anthony Giddens (1984, 1990, 1991a,1994). 
However, as was discussed in Chapter 2 the work of postmodern theorists such as 
Hinkson (1982, 1991, 1993a, 1993b) will also be used. 
  
7.5 Moral Philosophy 
 
Moral philosophy is concerned with the study of ethics; it relates to the question how 
are we to live? Some of the issues related to what Giddens (1991a) calls ‘life politics’ 
are of direct relevance to this question. An example of this is the 1978 birth of Louise 
Brown the first invitro fertilization baby (Giddens 1991a). This was the first time 
techno/science was able to create life as opposed to control the creation of life 
through contraception. This breakthrough presented many ethical questions related to 
the use of the technology of invitro fertilization. Ethical issues which had not 
previously been contemplated in relation to the creation of new life. It is these issues 
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and others like them, issues of ‘life politics’, that moral philosophy must turn to in the 
late twentieth century. The study of moral philosophy is centred around the notions of 
good and evil; it has an extensive history stretching back to the time of the ancient 
Greeks. Social justice is one area on which the writings of moral philosophers centre. 
I want here to consider the way justice from the time of Aristotle through to the 
present day  is conceptualised within moral philosophy. It is necessary then to 
consider what these conceptualisations have to offer for the interpretation of  social 
justice in education in ‘new times’. I would suggest that from within moral 
philosophy we find a starting point for an interpretation.  
 
7.5.1 The Legacy of Aristotle 
 
The writings of Aristotle show how justice was viewed in the world of the ancient 
Greeks. His work can be seen as representative of a long tradition, the classical 
tradition (MacIntyre, A.1985). More than this they give us clues to what has prevailed 
in terms of defining justice over the years and what has changed.  
 
Aristotle presents justice as one of the virtues, one of the goods, to which man 
(women were not considered as part of his equation) should aspire.  He presented, 
according to A. MacIntyre (1985): "cogent arguments against identifying...good with 
money" (p.148), a situation which would seem to fly in the face of the situation in  
‘new times’. The individual self should aspire to these virtues within a community, in 
such a situation not only the self benefits when the individual strives to live virtuously 
but the whole community benefits. Further to this, virtues were dispositions not only 
to act in a certain way but also to feel in a particular way (MacIntyre, A. 1985). The 
self interest of the individual was intricately tied to the best interest of the society. 
This is a vastly different interpretation of the notion of the individual to the one of 
today. The individual of A. MacIntyre's (1985) notion of bureaucratic individualism is 
one who is autonomous and is striving for self centered, individual, interest. This can 
be seen in the way social justice policies focus on individuals achieving more through 
the assistance of government initiatives such as the Social Justice Action Plan 
(Education Department of South Australia 1992). In the time of Aristotle excellence 
of character, pursuing the virtues, and intelligence could not be separated (MacIntyre, 
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A. 1985). One would be hard pressed to argue that today. Aristotle's interpretation of 
individual self interest was based on the assumption that while the individual was 
striving for his (women played no role in Aristotle’s ‘world’) own telos, he was 
benefiting all: “what constitutes the good for man is a complete human life lived at its 
best, and the exercise of the virtues is a necessary and central part of such a life not a 
mere preparatory exercise to secure such a life” (MacIntyre, A. 1985, p.149). As such 
the exercise of the virtues were not seen as a simplistic means to an end but rather a 
way of life. This contrasts with policies which are means end directed, for example, 
attend school for a longer time and you will get better results. 
 
Aristotle had no conception of the individual outside of his place within the broader 
community, the polis (MacIntyre, A. 1985) and thus indicating that if the individual 
strove to be virtuous it was for the good of both himself and the community. One 
would be hard pressed to argue that this facet of Aristotle's theory still holds true 
today in terms of interpretations of good or virtue in today’s world. This point 
emphasises the significance of the cultural victory of liberal democracy as the ideal 
political form (Fukuyama 1992) and one which promotes hyper individualism.  The 
notion of the virtuous person was closely tied to a sense of community which is 
challenged by the hyper individualism of liberal democracies (MacIntyre, A. 1985). 
Some of the rhetoric remains the same, however, the underlying principles have 
changed and to understand these changes one must look to contemporary social 
theory. 
 
The notion that justice is about distribution, or redistribution, is one theme that 
appears to have survived from the classical tradition. In the classic tradition, from 
Aristotle to some Christian philosophers, it was seen in the form of desert (MacIntyre, 
A. 1985). In Aristotle’s scheme of things: “Justice is the virtue of rewarding desert 
and repairing failures in rewarding desert within an already constituted community; 
friendship is required for that initial constitution” (MacIntyre, A. 1985, p.156). In this 
sense the notion of desert was, like virtue, tied to ideas of community and as such 
bears little resemblance to the distributive theories of justice today. A link, albeit 
tenuous, can be made between desert and distribution. Notions of distribution can be 
seen in the data through the work of the DSP (ref. p.171) in that it attempts to 
compensate schools in low socio-economic areas. Contemporary moral philosophers 
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such as John Rawls and Robert Nozick base their theories of justice on the principle 
of distribution (MacIntyre, A. 1985). 
 
The notions of distributive justice forwarded by Rawls (1971) and Nozick (1974) 
allude to reconciling past injustices, however, such actions are secondary to the 
sovereign right of the individual’s liberty. Rawls presents his conception of justice as 
two principles with the first related to liberty having precedence: 
 
(1)  Each person is to have an equal right to the most extensive basic liberty 
compatible with a similar liberty for others. 
(2) Social and economic inequalities are to be arranged so that they are both 
     (a) to the greatest benefit of the least advantaged; and 
(b)  attached to offices and positions open to all under conditions of fair         
     equality of opportunity. (Miller 1976. p.41) 
 
Distributive justice then accords with bureaucratic individualism thus must be 
considered in any interpretation of social justice in education in ‘new times’. 
 
7.5.2 Bureaucratic Individualism 
 
Just as there was a classical tradition of justice as represented by the work of Aristotle 
so to there is a liberal tradition of justice. MacIntyre (1988) places twentieth century 
society within this liberal tradition. A. MacIntyre (1985) points to a very different 
framing of the self within the liberal tradition, he sees the self as emotivist. 
“Emotivism is the doctrine that all evaluative judgments and more specifically all 
moral judgments are nothing but expressions of preference” (MacIntyre, A. 1985, 
pp.11-12, original emphasis). He points to an emotivist self, a self that is the end 
product of a long and complex set of developments. This emotivist self has lost its 
self identity as placed within tradition to become an autonomous moral agent and is a 
far cry from the individual self of Aristotle's time. Today’s individual places personal 
preference above notions of community good.  In an emotivist society:  
 
(j)ustice is prima facie egalitarian. The goods about which it is egalitarian in 
this way are those which, it is presumed, everyone values: freedom to express 
and to implement preferences and a share in the means required to make that 
implementation effective. It is in  these two respects that prima facie equality 
is required. (MacIntyre 1988, p.344, original emphasis)    
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One can see that individualism is given precedence, however, to ensure this: "freedom 
to express and to implement preferences and a share in the means required to make 
that implementation effective" (MacIntyre 1988, p.344), bureaucratic measures are 
needed. This results in a culture of bureaucratic individualism, one in which 
bureaucracy and individualism are both partners and antagonists (MacIntyre, A. 
1985).Individual rights are set within and against utility. This is certainly the case 
when one considers the myriad of policy documents related to social justice discussed 
in Part Two of this thesis. They ultimately leave it to the individual to improve their 
circumstances through attending school and improving achievement (ref. p.102). 
 
7.5.3 Ethics   
 
Peter Singer (1993) is one contemporary Australian moral philosopher whose work 
addresses issues related to ‘life politics’, the politics of life’s choices (Giddens 
1991a). As such, Singer’s work provides a useful tool for the understanding of this 
thesis. The title of Singer's (1993) book  How are we to live? Ethics in the age of self-
interest, gives us a clear indication the his interpretation of the current period is very 
similar to that of A. MacIntyre (1985). Singer (1993) sees the self-interested 
individual as the norm of current society. This, he believes, has lead to the loss of 
community thus undermining traditions and what Raoul Naroll called "moralnets" 
(Singer 1993, p.35) provided by such things as family ties and the local community. 
Such ‘moralnets’ support the individual not only at an emotional level but at a social 
and economic level in good times and when times are bad. Further to this: “Moralnets 
support individuals in their ethical choices, making it easier for them to choose what 
the moralnet regards as the right thing to do” (Singer 1993, p.35). 
 
Singer (1993) goes on to point out that ‘moralnets’ can also be responsible for 
unethical behaviour, especially in regard to people excluded from the net. Naroll 
argues that while strong ‘moralnets’ don't necessarily result in a good society, weak 
‘moralnets’ generally result in societies where drug abuse, domestic violence and 
crime are prevalent. We must use our ability to reason to forge a new ethical life away 
from material self-interest and all the tensions this can throw up (Singer 1993). This  
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provides us with another tool to use when thinking about social justice and schools in 
ethical terms related to society today. In Chapter 6 we saw the school striving to build 
the participation of parents, the development of the Parent Room was an example of 
this (ref. p.191). 
 
The loss of the concept of honour is another of the key issues in the undermining of 
ethics in contemporary society (Berger 1983). This concept is one which can be 
related to the way the virtues were seen by Aristotle. Honour is tied to the institutional 
roles of a given society and Berger believes that the: "holding power of institutions 
over the individual" ( Berger 1983, p.178) has been weakened. He cites issues such as 
technology, industrialisation, communications and social mobility among the reasons 
for this weakening. The net result of this is the loss of the concept of honour, the old 
moralities and of a social identity tied to institutional roles. Corresponding with this 
demise of honour has come the rise of the concept of dignity and the moralities 
associated with it. Dignity relates to the autonomous individual, a self: "divested of all 
socially imposed roles and norms" (Berger 1983, p.176). As such one now has a self 
identity rather than a social identity. Dignity is a concept where the rights of the 
individual have precedence and ethical concerns turn to issues such as human rights. 
This can be seen as a positive outcome of the rise of dignity. Dignity relates directly 
to the notion of bureaucratic individualism outlined by A. MacIntyre (1985). In 
relation to this thesis the ‘targeting’ of certain groups (ref. p.144) as being in need of 
assistance is related to an attempt at the preservation of their human rights and thus 
their dignity.  
 
The notion of bureaucratic individualism and the ethical issues addressed in the work 
of  Singer (1993) and  Berger (1983) provide a starting point from which to interpret 
social justice in society today. They flag the tension between individual rights and the 
greater good of society and all the complexities such a tension involves. They do not, 
however, provide for us the whole story. A. MacIntyre (1985) makes it clear that any 
interpretation of social justice must be embedded within a cultural context so in any 
interpretation of social justice one must have a clear understanding of the cultural 
context surrounding it.  
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7.6 Social Theory 
 
Contemporary social theory is able to build onto A. MacIntyre's (1985) notion of 
bureaucratic individualism by providing an interpretation of the current cultural 
context. It will provide an interpretive tool that not only allows a consideration of 
social justice but which allows it to occur within an historical context, the world in the 
late twentieth century.  
 
An interpretive framework from contemporary social theory will need to address two 
key areas.  Firstly, in any discussion of the hegemony of intellectualism/intellectually 
trained, it is necessary to have an understanding of the key features of intellectualism 
and the core values that emerge when intellectualism is hegemonic. Secondly, it will 
have to provide a way of considering power. An understanding of power is of great 
importance when discussing issues related to both hegemony and social justice. It is 
important because it relates to: 
 
The ability of individuals, or the members of a group, to achieve aims or 
further the interests they hold. Power is a pervasive aspect of all human 
relationships. Many conflicts in society are struggles over power, because 
 how much power an individual or group is able to achieve governs 
how far they are able to put their wishes into practice at the expense of those 
of others. (Giddens 1989a, p.729) 
 
In the interpretation of this thesis power will be considered in terms of the distribution 
of allocative (material) and authoritative (non-material) resources (Giddens 1984). In 
Part Two we saw the way programs such as the DSP distributed allocative resources 
in an attempt to ensure curriculum change. Money to employ a teacher to lead the 
change process was an example of this (ref. p42). 
 
It is also important to consider the concept of contradiction. What is meant by 
contradiction as it is used here? Giddens (1989a) defines contradiction as referring to: 
"mutually antagonistic tendencies in society" (p.737). This means the: “Opposition of 
structural principles, such that each depends upon the other and yet negates the other; 
perverse consequences associated with such circumstances” (Giddens 1984. p.373). 
An example of this can be seen in the way people like to buy the cheapest product, 
often manufactured in an Asian country, while bemoaning the fact that nothing is 
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Australian made any more. The direct oppositional position of these two actions make 
them contradictory, yet, for the most part, the contradiction is not seen. In the data we 
see the manual labourers in the fruit industry are increasingly needing certification 
gained through attending a TAFE course (ref. p.101). The contradiction here is that 
manual labourers are increasingly called on to be intellectual labourers as well. 
 
7.6.1 Features of the Intellectually Trained 
 
The features of the intellectually trained along with the values these features suggest 
have become the basis of the dominant ideological position. Thus they provide a clue 
to the way social justice is constructed in education in ‘new times’. So what are these 
features and values of, as Sharp (1983) calls them, the intellectually trained?   
 
Before considering just what these features are, it is necessary to establish some 
understanding of which group of people is being spoken about. Sharp (1983) refers to 
the people who operate in an intellectual mode as using primarily the labour of the 
head, rather than the labour of hand. Gouldner (1979) talks in terms of the 
emancipatory intellectuals working in the humanities field, while the intelligentsia are 
those working in the technical field, both belong to the intellectually trained. He 
suggests they are a new class, a position also taken by Ross (1989) and Shils (1982). 
Lasch (1995) refers to them as the: "new elites" (p.5). In the data we saw an increase 
in the numbers of people involved in occupations which could be seen as intellectual 
in the years since 1961 (ref. p.97). There are features of the intellectual groupings on 
which a number of authors agree. There is the abstract nature of their operation and, 
developing out of this abstract mode of operation, the emergence of the autonomous 
self. 
 
According to Sharp (1983) the distinctive features which can be attributed to the 
intellectually trained arise because they operate in a distinctly abstract way. Although 
face to face interaction still occurs their mode of operation is more likely to be 
through a mediated form, through print or through some form of technological 
mediation. One of the ways this is manifest is in the way intellectuals use the 
symbolic, most especially language (Gouldner 1979) which becomes increasingly 
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context free, abstracted. It is education, most especially literacy, by way of mass 
schooling, which assists in the distinctly intellectual use of language. The focus of 
improving literacy learning of students was seen in the data (ref. p.105). This in turn 
leads to the questioning of some fundamental assumptions about the world and these 
questions occur in a distinctive way, via critical discourse (Gouldner 1979). 
 
One way the abstract manifests itself in daily life is through abstract systems (Giddens 
1991a). These include money where the concrete is replaced with: “symbolic tokens” 
(Giddens 1991a, p.242). As a result of this process of ‘lifting out’ the intellectually 
trained are less parochial and more universal in their operation. Technologies have a 
universalising effect, they reach across ever extending boundaries, and the local and 
the global are thrown into a new relationship. As Sharp (1983) puts it: 
"universalisation is over against the more parochial social forms from which the 
intellectual type is abstracted" (p.90). This form of universalisation, through 
extension, sees the intellectual operating in a particularly open form of network 
(Sharp 1983), one which  extends over  time and space. The use of symbolic tokens in 
the form of money referred to earlier is one example of this which influences the lives 
of the vast majority of the world’s population. The universalising effect created 
through an abstract mode of operating does not mean that there will be agreement 
among peers, rather there will be agreement to disagree (Sharp 1983). A further result 
is the fragmentation of knowledge. The amount of available knowledge becomes so 
great, with the proliferation of the printed word and today through the expansion of 
telecommunications, that it is no longer possible for people to be ‘experts’ in all areas. 
In reality people generally become ‘experts’ in just one field, medicine or nuclear 
science or history (Giddens 1991a). This specialisation can also be seen in education 
where students are being encouraged in specific subjects such as mathematics and 
science (ref. p.103). This specialisation is vastly different to that which existed when 
tradition itself was the authority. While some traditional authority, such as that of the 
church, still holds veracity it is now only one authority among others and as such is 
constantly under challenge (Giddens 1991a). 
 
One of the results of the more abstract nature of life is the rise of an autonomous self.  
The person has: "passed on from individuality to autonomy" (Sharp 1983, p.86). This 
autonomous self is one who is likely, through reflective self monitoring (Giddens 
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1991a), to create his or her own meaning. The autonomous self is one who gathers 
information from a wide variety of sources and then thinks carefully about what to do 
given all the different points of view. For example, when we become ill we may 
consult a doctor, go to a naturopath, or consult a self help manual as ways of 
overcoming the  illness. To do these things requires certain types of skills,  literacy is 
certainly important in increasing our reflexivity. The data showed improving literacy 
was seen as a social justice strategy for students (ref. p.174). The ‘Story’ of Margaret 
showed it as important for adults too (ref. p.148). This reflexivity relates to the level 
of consciousness which Giddens (1984) calls discursive, our ability to talk about what 
is occurring to us and around us. Sharp (1983) also points out that co-operation can be 
a feature of the intellectually trained but one that has been marginalised by the rise of 
the autonomous self, this marginalisation was evident in the demise of the co-
operative organisations in the community (ref. p.129). The autonomous self is able to 
combine autonomy with cohesion and in so doing form associations which press to 
influence policy (Sharp, 1983). Such a feature would seem to relate to the rise of a 
variety of specific pressure groups in recent years such as the environmental and 
peace movements. In the increased focus on the education of girls, we see evidence of 
the power of the feminist movement (ref. pp.144, 174).   
 
What then are the core values of the intellectually trained? According to Waters 
(1995) the value system of today’s society: “tends towards universalism and 
abstraction” (p 14). The values of the intellectually trained then would centre around 
the notions of abstraction and autonomy discussed above. 
  
7.6.2 Core Values of the Intellectually Trained 
 
Any discussion of the core values of the intellectually trained needs to begin from the 
supposition that the notion of autonomy brings to centre stage a new form of the  
individual self, one which is radically different from the self discussed by 
Aristotle. Aristotle made a distinction between love of self and selfishness (Singer, 
1993). It would seem that the latter is the norm today, a norm which is reinforced by 
bureaucratic individualism (MacIntyre, A. 1985). This position is supported by Sharp 
(1983) when he talks about the increasing value that is placed on not only: "doing 
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one's own thing" (p.86). The state, through bureaucratic measures, ensure that each 
individual is free to 'do their own thing'. The state becomes a mediator among 
conflicting claims. This is suggestive of bureaucratic individualism (MacIntyre, A. 
1985). Social justice policies demonstrate this in that they are aimed at helping the 
individual better oneself in the hope that this will have positive consequences for 
society as a whole. There may be ‘targeted’ groups (ref. p.144) but the focus is on the 
individual being given assistance to succeed on their own and for themselves. 
 
From this notion of the new autonomous individual there radiates a number of other 
values which work in tandem with this belief in the rights of the individual. One is the 
value placed on competition which is seen in the economic sphere with the rise of the 
notion of the free market. This was seen to have implications for the fruit industry 
(ref. p.117). According to Singer (1993) value is placed on money for money's sake 
rather than on money as tied to what it can buy. One's worth is judged by the amount 
of money one has and/or makes. As Chapter 5 showed those who are marginalised in 
society are those who have the least capacity to earn. This is not to say that value is 
not placed on commodities, indeed it is. The acquisition of consumer goods becomes 
a core value and consumer goods, for example  brand name sports shoes, once seen as 
a luxury become essential. One’s mode of work is also important here with the notion 
of intellectual work valued more highly than manual work. This is seen in the 
education policy documents emphasising academic achievement (ref. p.102) 
 
Along with the place on centre stage taken by techno/science is the victory of reason 
and instrumental rationality over more traditional ways of thinking. This results in the 
erosion of traditional values. Traditional values associated with such things as the 
family, the church and of course the local community (Singer 1993) come under 
increasing pressure and are often replaced by people searching for personal 
fulfilment. People turn inward and look to such things as psychotherapy (Singer 
1993). We saw the emergence of such services in the community in recent years (ref. 
p.100). This relates directly to the loss of ‘moralnets’ (Singer 1993) discussed earlier 
with people turning increasingly towards the ‘narrative of the self’. These values are 
played out within education at a system, school and classroom level. Education is a 
key player in that it 'produces' the intellectually trained and so value is placed on 
academic success (ref. p.102) which is seen as leading to success in society. Such a 
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position is supported by Gouldner (1979), who saw the rise of mass education as a 
key to the increasing dominance of the intellectual mode. Jones (1995) too, in the 
contemporary Australian context, sees education as playing a key role in the culture.  
The proliferation of self help manuals can also be seen as a form of education which 
is ongoing and not attached to specific institutions such as schools (Giddens 1991a). 
Such manuals are clear examples where the abstract, through the use of print or 
electronic means, cater for/to the autonomous self. You can be your own ‘expert’ in 
any field you choose. If these then are the core values of a society where 
intellectualism has become hegemonic it is necessary to find an interpretive tool to 
examine the part power plays and the resulting implications for social justice within 
education.   
 
 
7.6.3 The Issue of Power 
 
As we saw previously in this chapter the issue of power is of crucial importance to 
this thesis. The position taken here in relation to the issue of power is that of Anthony 
Giddens. Within Giddens (1984) structuration theory power can be interpreted 
through an examination of the rules and resources of a society. Of special relevance to 
the interpretation here is the notion of resources, and how they are distributed and the 
effects that this distribution has on the marginalisation, or the displacement, of 
people. 
 
Giddens (1984) distinguishes two distinctive yet related, types of resources, allocative 
and authoritative. Allocative resources are those: “Material resources involved in the 
generation of power, including the natural environment and physical artifacts; 
allocative resources derive from human dominion over nature” (Giddens 1984, 
p.373). Authoritative resources are the: “Non-material resources involved in the 
generation of power, deriving from the capability of harnessing the activities of 
human beings; authoritative resources result from the dominion of some actors over 
others” (Giddens 1984, p.373). Both forms of resources relate to power. Many of the 
policies and practices considered in Part Two were about the distribution of both 
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allocative and authoritative resources and thus are directly related to power and to 
social justice.  
   
7.7 Summary 
 
This chapter has outlined the interpretive position to be adopted. It has shown how 
moral philosophy provides a starting point for an interpretation of social justice in 
education, it does not, however, provide all the necessary tools. An understanding of 
the current cultural context must be provided, a way of looking at and interpreting the 
world as it is today. It is to contemporary social theory that I look to do this, 
especially the work of Anthony Giddens and Geoff Sharp.  They provide the 
conceptual tools with which to view a society where intellectualism is hegemonic. 
They provide a way of understanding how power relations in society operate to 
dominate and marginalise. This, in turn, provides a way of understanding how social 
justice is constructed in education in ‘new times’. 
Chapter 8. 
Globalisation 
 
Globalisation has influenced the way social justice is constructed in education in ‘new 
times’. Globalisation is about the changing relationship between time and space and, 
as such, has been occurring for many centuries. It is, however, in the last 20 to 30 
years with the dramatic changes in areas such as telecommunications that globalising 
influences have increased (Robertson 1992). While globalisation, has in recent times, 
become a much used term, Robertson (1992) alerts us to the fact that what the global 
field is, is hotly contested by different theorists. With this caution in mind I want to 
begin this chapter with a brief consideration of the concept of globalisation. 
 
The key feature of globalisation relates to the compression of the world (Robertson, 
1992), the relationship between time and space has been redefined. Time and space no 
longer have the same relationship to each other, one’s dependency on the other is no 
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longer a given. A person is now able, through the use of technological extension 
(Sharp 1993), to be in contact with another person without sharing the same space or 
time frame. This technological extension was initially via the hand written word, then 
the printed word, and today via various forms of telecommunications (Sharp 1993). 
This time space separation has been referred to by Giddens (1991a) as a distanciation 
and results in a process of  disembedding. The link between globalisation and 
time/space is also supported by Waters (1995, p.3) who takes the view that 
globalisation is a: “social process in which the constraints of geography on social and 
cultural arrangements recede and in which people become increasingly aware that 
they are receding” What this means is that one’s geographical location can no longer 
be viewed in the same way it once was. The exception to this is actual physical 
contact where sharing the same time/space frame is still essential. In other 
circumstances you can make contact across time and space using visual and verbal 
forms of communications. The Internet and electronic mail are examples of this form 
of communications in the 1990s.   
 
Globalisation can be traced through three aspects of life, the economy, the polity and 
the culture (Waters 1995), or as Giddens (1989a) would express it the social, the 
political and the economic. In ‘new times’ symbolic exchanges (money along with 
oral communication, publishing, advertising are examples of such exchanges) which 
are not tied to time or place come to dominate; this has a globalising effect (Waters 
1995). Such symbolic exchanges are closely related to technological developments, 
the most important of these developments are no longer physical but intellectual in 
nature (Waters 1995). This relates closely to the emergence of what Giddens (1991a) 
calls:  “expert systems” (p.243). In terms of the economy we see emerging: 
“transnational practices” (Waters 1995, p.37) discussed below in relation to 
agriculture. 
 
In this globalised world change is continuous and closely tied to the universalising 
practices of the intellectually trained. Change has, according to Hallowell and 
Thompson (1993) produced factors which have placed pressures on young people 
with whom we are dealing in schools. They list 14 factors which are directly related 
to change and which are of particular importance and worth quoting at length here. 
They include: 
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1) the change in family structure, including the emergence of many dual-
career parents and single-parent families and the disappearance of the 
extended family as a daily, vital force; 2) the breakdown of communities, 
villages, and neighbourhoods such that one often lacks a home base or 
meeting place and the shared values and support found there; 3) the decline 
of religion as both a spiritual and social force; 4) ambiguity as to the roles of 
men and women, mothers and fathers, sons and daughters; 5) ambivalence 
around accepting the role of nurturer or caretaker by either parent; 6) the 
influence of media; 7) the cynicism about post- Vietnam, post Watergate, 
post Contra-Gate government; 8) the decrease in sense of security or 
permanence of jobs or close personal relationships and a corresponding 
decrease in a sense of loyalty to institutions or loved ones; 9) an explosion of 
information that creates constant anxiety over one's capabilities; 10) a lack of 
respect for old people, who are seen as dinosaurs rather than sages, and with 
this disrespect a fear of old age; 11) an absence of mentors, heroes, or 
tradition; the decline of authority or  power figures in the family, and with 
this a heightening of ambiguity around moral decisions; 13) an over-reliance 
on the self to find meaning in life; and finally, 14) an increase in the level of 
worry among children due to the number of global concerns they become 
aware of early on. (Hallowell and Thompson, 1993, pp.173-174) 
 
This lengthy quote outlines features, resulting from change, which bear remarkable 
resemblance to those outlined by Mackay (1993) in relation to the Australian society 
in the 1990s and discussed in Chapter 2. These changes cut deeply into our culture, 
they challenge long held cultural assumptions about such things as family and society. 
In doing this they present us with the foundation of a new cultural contradiction. One 
of the impacts of globalisation has been the increasing role transnational corporations  
have played in the world this century (Giddens, 1989a). In relation to this thesis the 
impact of the transnationals can be seen at work in the restructuring of agriculture, so 
it is increasingly defined in terms of agribusiness. Globalising effects are also evident 
in the way the worker of today is being reconstructed and in the way new 
commodities are making their way onto the market. It is possible to say that the whole 
notion of what the term commodity means is being redefined. It is to these areas that I 
now turn. 
 
8.1 Agribusiness 
 
In terms of production, this discussion of agribusiness serves as an example of the 
changes that are occurring through a whole range of industries; including 
manufacturing and the retail and commercial sectors. This thesis has taken the form of 
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a critical case analysis and the case provided data related to primary production, 
agriculture, more specifically the fruit industry. It is then from the data within this 
industry that one of the aspects of the globalisation can be studied.  What is seen is an 
example of the emergence of what has come to be known as agribusiness. The trends 
that emerge from a consideration of agribusiness are, however, common to other 
industries, they illustrate the types of pressures all industries operate under today. 
What then does the term agribusiness mean? The term itself was coined by Ray 
Goldberg of the Harvard Business School, to refer to the industrialisation of 
agriculture (Giddens, 1989a). Lawrence (1991) sees it as the corporatisation of the 
family farm while Giddens (1989a) defines it from a more global perspective. 
According to Giddens (1989a) much of the world’s agribusiness is centred on the 
Third World and produces mostly non basic goods (coffee, sugar) for the Western 
World. Many of the transnational corporations operating in this way in relation to 
agriculture, have emerged from the concessionary companies set up in the colonial 
era. Australia, while not seen as a Third World country, certainly has a colonial past 
and a  
history of export of primary production, including both agricultural products and 
minerals. The following discussion of the implications of agribusiness is set against 
this background. 
 
It is large transnational companies with interests in a range of industries from the 
mass media to manufacturing that are becoming the driving force in agriculture. One 
of the guiding principles of these corporate giants is increased productivity through 
the implementation of new technologies. This is resulting in the entire agriculture 
industry being restructured in the interests of corporate agribusiness. There are still 
small producers in agriculture, however, the whole mode of operation is being driven 
by the development of agribusiness. The result is the development of a global market 
in agriculture along with a constant process of restructuring. This results in a cultural 
change in the way agriculture as an industry operates. 
  
8.1.1 The Global Market 
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The global market is now a reality and increasingly all industries are having to 
compete within it. The agricultural industry in Australia has always relied heavily on 
exporting its products but in recent years, with the emergence of the global market, 
the change has been quite dramatic. This change has had an effect on which countries 
are targeted as potential export markets and on what is actually exported. Within the 
fruit industry this has involved ‘value adding’ of products to improving their 
marketability. For example, increasing production of wine, and improving the 
appearance of fruit for the fresh fruit market.   
 
There has been a change in how agriculture interacts with the new global economy. 
The traditional export market for the fruit industry was the United Kingdom (ref. 
p.116). When the United Kingdom became a part of the of the European Common 
Market it was ‘forced’ to drop Australian imports. Consequently finding new markets 
for Australian fruit became an imperative. Although the United Kingdom remains a 
market for fruit products it is no longer the main player. Moves have been made into 
Asia as well as the United States. This expanded market has largely been made 
possible through improvements in transport and refrigeration processes. This change 
in the scope of the market brings a number of issues into play at the farm gate. One, is 
the necessity of the fruit grower to have some understanding of the type and quality of 
the product required for these new markets. The grower needs to understand 
something about the culture of the country to which products are to be exported so as 
to respond to consumer requirements in that country. The rise of the global market 
was evident in the data (ref. p.117). Agricultural products from the community are 
now exported to diverse areas of the world including  Malaysia, the United States and 
numerous European countries. This means that the farmer has to make a ‘reading’ of 
the current market, an intellectual exercise, which is far removed from the fruit 
grower as manual labourer. It brings into play features related to the intellectually 
trained. The grower, in ‘new times’ must operate in an abstract/intellectual mode, 
proximity to the earth and nature no longer plays such a pivotal role.    
 
As the global market becomes a reality, it is increasingly important that producers 
respond to its demands. This is closely tied to the crucial role of marketing and  
advertising. For example, the increasing demand for wine, a ‘value added’ product of 
the fruit industry (ref. p.128). The fruit grower must respond by producing the grape 
 
 228
varieties wanted. This is a long term capital intensive proposition with no guarantee 
that once the change is made the commodity will still be in demand. New fruit 
plantings take years to reach production so response can only occur in the medium to 
long term (ref. p.128). Concepts such as medium and long term are foreign to a 
culture where immediate gratification is promoted through the mass media 
particularly in terms of television advertising. Advertising, especially on television, is 
one of the mediums used to effect a cultural change which places an emphasis on the 
way things look. Television advertising along with the proliferation of supermarkets 
has placed the appearance of a product, in this case fruit, as the ultimate marketing 
tool. The fruit grower must now produce a product that is free of any form of 
contamination; it must taste good but above all it must look good. In a supermarket, 
people will invariably buy the orange or the grapes or the apricots that look the best. 
 
Global agreements on trade such as GATT (ref. p.117) have had a dramatic impact on 
agriculture around the world and Australia is no exception. Protection which 
governments once afforded an industry, for example, dried fruit, no longer exists. 
Exports are to compete within the ‘level playing field' of the global market.  Fruit 
growers have found themselves competing for markets with countries which have 
considerably lower production costs (ref. p.116). This not only occurs on the export 
market but within the domestic market as tariffs on cheaper imports are abolished 
(ref. p.116). Large transnational companies involved on the ‘value adding’ side of the 
fruit industry buy from the lowest priced producer and this may not be the domestic 
producer. Small fruit growers have been unable to cope with the vagaries of such a 
market. At best they are forced to accept greatly reduced profit, at worst they are 
forced out of the industry (ref. p.127). Both scenarios result in increasing levels of 
poverty, a poverty which is structural, caused by ongoing market conditions, rather 
than by the weather or short term depressed prices (ref. p.127).  
  
Changes in market scope, commodities and exporting are clearly interrelated. One 
could not have occurred in isolation from the others. In addition, the results of the 
emerging global market are in themselves quite contradictory. While a failed crop due 
to inclement weather may be devastating for producers in one country, it may be the 
salvation of producers in another country. The global market has injected an 
imperative into the lives of the people involved which ties their work to the rest of the 
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world. The emerging global market has resulted in restructuring within the industry of 
quite striking proportion. It has taken fruit growers from being manual labourers, 
relying on muscle power, to being mental labourers operating within the abstract, 
intellectual, mode. This is but one example of how our culture is being reworked; it is 
also a key to understanding much of the restructuring which is occurring within the 
agricultural industry. 
 
8.1.2  Agriculture Restructured  
 
With an expanding global market the restructuring of agriculture became inevitable. 
Restructuring could be seen simply as an inevitable result of economic rationalist 
policies, however, it is also tied to a much bigger cultural shift related to 
globalisation. Restructuring is contributing toward the shift of agriculture from a 
manual mode of operation to an increasingly technical and therefore intellectual 
mode. This is happening in a number of ways. To respond to the needs of this newly 
defined market, changes in what is produced and how it is produced have occurred. 
Restructuring in the fruit industry serves as an illustration of the processes taking 
place throughout agriculture in the wake of the entry of transnational companies into 
the industry. An innovation which will be referred to from now on as agribusiness. 
Fruit growers have had to increase the size of their properties and take on new 
technology to remain competitive (ref. p.3) with the larger companies (agribusinesses) 
coming into the production side of the industry. A similar situation has been occurring 
on the processing side, for example, the local co-operative winery’s  survival 
depended on  amalgamation with other wineries and becoming a small part of a large 
publicly listed company (ref. p.129). Similar situations have been occurring 
throughout all sectors of industry.  
 
The affects of restructuring have also been felt by those employed in the production 
or processing side of the fruit industry. The work that had previously been carried out 
by people is now being done by machines. The work now available is more likely to 
be casual, part time and relatively unskilled (ref. p.161). These changes eventually 
play themselves out within the school system with a dramatic increase in the numbers 
of students attending the school from families on low incomes (ref. p.172).  
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These examples from the fruit industry illustrate the way issues of restructuring 
effects not only those directly involved but how changes filter through the 
community. One of the results of this at a community level can be seen in young 
people clearly indicating that they don't see their future working lives within the 
community (ref. p.175). They don't see going into the fruit industry at any level as a 
possible option for them. This would seem to have implications for the survival of 
rural communities in general. At the very best rural communities are being remade, 
and at the worse they are no longer seen as an important aspect of our culture. The 
data didn't indicate a fall in the population of this community in the time under study 
which would suggest that it is holding its own, however, structural unemployment 
seems to have become a reality (ref. p.154). This could effect the long term 
composition of the community.   
 
The people who do remain within the fruit industry, in this case the fruit block owners 
and their employees are being encouraged to approach the growing of fruit in more 
abstract ways. They are encouraged to enrol in TAFE courses, and to keep up with the 
latest developments techno/science has to offer (ref. p.101). One of the results of this, 
is that ways of growing fruit are being universalised. No matter where it is grown in 
the world, it will occur in similar ways and produce a standard product. The ready 
supply of a standard product is expected on the global market. This is further 
reinforced by the proliferation of advertising that ‘constructs’ consumers who expect 
a constantly available and consistently high standard product.   
 
8.1.3 Remaking Traditions   
 
One of the results of the restructuring of agriculture in terms of corporate 
agribusiness, is the remaking of some long standing traditions in the local fruit 
growing industry. Tradition, as it is used here, is defined as doing things the way they 
have always been done without any recourse to explanation. Giddens (1994) speaks of 
us living today in a post-traditional order, an order where traditions do not disappear 
but rather are required to explain themselves. Changes in the way things are done can 
result in the remaking of traditions. Tradition then is being used here in a somewhat 
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narrow way, it is referring to doing things the way they have always been done in the 
industry.  
 
Examples of the remaking of traditions proliferated in the data. The traditional small 
fruit grower is forced to compete with the interests of corporate agribusiness and they 
thus find the introduction of new technologies inescapable. This introduction has seen 
a decrease in viability of the small grower and has resulted in the disappearance of 
some practices that could be seen in terms of tradition. This remaking of tradition may 
be a direct result of the implementation of one particular piece of technology or it 
could be the result of an accumulative effect of a number of technological 
advancements. An example of the former is the elimination of the water joeys (ref. 
p.109). In the past water joeys were responsible for regulating the supply of irrigation 
water and a means of face to face communications between the managers of water and 
the fruit grower. They were a part of the culture of the community and while 
performing a specific function, water management, they were also carriers of local 
news, they were a part of what Cox (1995) would see as the ‘glue’ which holds the 
social fabric together. They provided the personal contact with a bureaucracy and 
they provided it on the water users home patch. They have been replaced by a 
computerised system, a technological extension, which makes face to face 
communication redundant. This example shows clearly how technology, being 
implemented to increase productivity, is undermining practices which have been 
traditional in communities. 
 
On a must larger scale, the traditions of the small family fruit property, developed 
over the last hundred years, are being challenged. The small fruit block providing an 
income for a family to live, on can no longer provide that security. Rather than the 
whole family assisting on the property it is more likely that members will have a full 
or part time job in the town (ref. p.128) as their main source of income and fruit 
growing is little more than a hobby. A fruit property to be viable today must be big, 
highly capitalised and able to respond to market demands. This is something the small 
fruit grower can not compete with. A similar situation prevails at the processing level. 
The control of the company goes outside of the community as a result the personal 
contact between producer and processor is lost.  
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A truly large scale and deep seated cultural change  involving the remaking of the 
traditions of the community has occurred because of the very entry of the notion of 
agribusiness into the cultural equation. A change which has long term implications for 
the community. Many of the fruit processing plants had historically been developed 
around, and functioned in, a co-operative structure. These co-operatives have largely 
disappeared through take overs or amalgamations (ref. p.129). This then threatens the 
co-operative spirit on which the community was founded. It remains to be seen if this 
spirit will survive in other ventures or will die along with the co-operative wineries 
and packing houses. The data would seem to indicate some evidence of a co-operative 
spirit remaining in such things as fundraising for the Rural Counselling Service (ref. 
p.182) and programs such as Neighbourhood Watch (ref. p.182). There is also some 
evidence of similar co-operative ventures within the school (ref. p.183). 
 
There can be no question that these challenges to the traditions of a community can 
have a long term impact not only on how the community functions but on issues of 
social integration and self identity of the community members.   
 
8.1.4 Implications  
 
What we see occurring here is a deep cultural change within the fruit industry. The 
changes that are increasing in both pace and depth are driven to a large extent by 
agribusiness, an example of globalisation at work. It has been the catalyst for 
restructuring within the industry which has in turn seen traditions long associated with 
particular communities challenged and in many cases remade. It has also seen the 
emergence of a global market within which the agricultural industry must compete. 
This new market form is one which is radically different in structure from the export 
market previously known within agriculture. As a result of the prominence of 
agribusiness the fruit grower of the past, the hard manual worker, no longer exists. 
This quote from a local minister of religion who grew up on a fruit property  sums up 
the situation: “There was a time when I was young when hard work on a block made 
you a quid. Work hard on a block now and you'll lose a quid...” (Haran 1993, p.16). 
The fruit grower must now not only still work physically hard but must also know 
about the latest trends on the world market. Certainly the improved information 
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technologies have made this an easier task but not one that was traditionally 
associated with working at the production end of the industry. The fruit industry is in 
the process of being remade. 
 
Such a situation has specific implications for young people and for schools and the 
process of education. The students interviewed showed in their responses that they 
were not considering the possibility of jobs related to manual work on a fruit 
property, indeed they weren’t considering the possibility of employment in the 
community. The one girl who was considering returning to the family property saw 
this happening after a period of tertiary education in relation to farming (ref. p.176). 
Others clearly saw no future for themselves in the community (ref. p.175). This 
indicates several things, one of which is that the students clearly see the way forward 
as lying within the intellectual mode rather than the manual mode. Even if they want 
to work on the farm the use of their intellect and tertiary accreditation will be needed 
for them to succeed. They see their future job possibilities as hinging on success at 
school (ref. p.105). The notion that literacy and numeracy are key aspects of this was 
clearly evident (ref. p.105). This ties directly to the ways in which Gouldner (1979) 
sees the emergence of the intellectual tied to issues of literacy and the conversion of 
students from restricted to elaborate language codes. The students showed in their 
responses not only an understanding of the need to succeed in school but also 
indicated that this made them feel under a good deal of pressure. The older students 
were especially cognisant of the implications of academic success or failure (ref. 
p.175). Such a situation then can only leave students who aren’t succeeding in school 
with a feeling of insecurity, and this feeling can develop from very early in their 
school life. They are constantly bombarded, whether it be by family, teachers or the 
media, that without a good education they won’t get a job.  
 
It was also evident that students were considering careers which were not considered 
by their parents. One student was hoping for a career as a professional sports person 
(ref. p.176) and the student who was considering farming was female, certainly a 
change from previous generations of farmers.    
 
The implications for schooling in such a situation are quite far reaching. For a start 
students are expecting to stay at school and achieve academic success so as to cement 
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their future in the job market. The days of a country school educating students for a 
life on the family farm would appear to be gone. The education students appear to be 
needing is one which is much more sophisticated than that of their parents. One 
student put it well:  “schools need to teach kids so they can get a job in the future so 
they can cope with the future”. This quote would seem to indicate that while it is 
indeed the role of schools to prepare students for the job market it is also their role to 
prepare them for the future, a future which is radically different from the past or the 
present (ref. p.92). This would seem to require a curriculum which is more complex 
than merely the rote learning of literacy and numeracy skills and a teacher who is 
more sophisticated than those of the past. A teacher who understands not only the 
outer (employment) but the inner (personal) dimension (Jones, 1995) of learning. A 
teacher who can respond to the students’ academic development but one who can also 
understand and respond to the inner needs of the students, needs that develop out of 
the rapid changes occurring (ref. p.229). The processes of globalisation are having a 
direct impact on how students view their futures and how they see education as an 
ongoing factor within their future (ref. p.175). This in turn has an impact on schools, 
the processes of education and on teachers. It has direct bearing on not only what is 
taught but how it is taught. These complex themes are taken up further in the final 
chapter of this thesis.   
 
What does this mean in the bigger picture?  The emergence of the transnational  
corporation is having an impact on and challenging some of our long held cultural 
assumptions. One of the assumptions which has been challenged is the notion that by 
simply working hard one can make a good living. The assumption that being 
successful in agriculture is related to things such as knowing the soil, reading the 
weather and perhaps experiencing some luck no longer seems to hold (ref. p.104). 
Those involved at the grass roots level of agriculture also need to have an 
understanding of world economics, marketing strategies and be able to keep pace with 
developments in the techno/science field. These expectations are far different from 
those of the fruit growers of the 1950s. The fruit grower is now culturally constructed, 
through the hegemonic influence of intellectualism, to be a very different person and 
many are unable to meet the new demands placed on them (ref. p.127). Some succeed, 
some get out, some try and fail and others struggle along living lives that would be 
classified by bureaucrats as below the poverty line. If this is the plight of those in the 
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industry who had enough capital to invest in a property, the plight of those who want 
to earn a living working as employees in the industry is worse. They find a situation 
of dwindling jobs, demand from employers for experience and possibly credentials to 
show for the skills required. Those who enter such a job market often have only 
minimal education and little chance of moving out of the shrinking area of manual 
labour.     
 
The fruit industry now clearly operates in a new relationship with the intellectually 
trained. It serves as an example of the situation which exists in many industries that 
have previously been thought of in terms of being manual. This leads to a need to 
consider the emergence of the new ‘flexible’ worker.    
8.2 The New 'Flexible' Worker 
 
Another theme emerging from globalising influences in the world is that of the 
demand for a new type of worker, a worker who is industrially flexible. This new 
‘flexible’ worker is one who is constructed in relation to the features of the 
intellectually trained.  A worker who is ‘flexible’ in not only what they can do, their 
skills, but also where and when they will work. This new worker is one who must 
operate in the ways of the intellectually trained, autonomous but still able to co-
operate, operating in an abstract mode involving technological mediation (Sharp 
1983). These new workers become universalised; they are no longer tied to one 
particular parochial space, or one particular job; they become mobile. This was seen 
in the data where the students belief that their future didn't lie within the community 
(ref. p.175). This new ‘flexible’ worker is one who is likely to be working on a full 
time, perhaps contract style basis, or on a casual part time basis. It is the case that all 
jobs will now be structured in the ways of the intellectually trained. It is most often 
the case that those in full time work are more likely to occupy jobs that require a high 
level of skills, a high salary and a degree of security. Those who occupy the 
increasing numbers of casual, part time jobs, (ref. p.160) will have lower skill levels, 
lower wages and less security of employment. Whilst these two groups of workers are 
not mutually exclusive, they do present one way of considering the directions in 
which employment for the new ‘flexible’ worker is headed. With the emergence of 
the new worker, comes new ways of considering wages as salaries. The setting of 
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rates of pay is now related to productivity rather than standard of living. The 
increasing numbers working in casual part time jobs see not only lower wages but the 
loss of benefits such as holiday pay and sick leave. As will be seen the casual part 
time workers, often the under-employed, and the unemployed, will face increasing 
difficulty in meeting their needs and wants.   
 
This has immediate implications for the people who have traditionally seen 
themselves as manual workers. Jobs involving manual labour are either disappearing 
completely (ref. p.155) or are being increasingly redefined in terms of the 
intellectually trained. For example, TAFE courses in horticulture for those wishing to 
be employed on fruit properties (ref. p.101). While there are still a number of full time 
manual jobs they tend to occupy the lower end of the wages market. Those who have 
previously occupied jobs in manual occupations are increasingly finding their skills 
no longer required. Many examples of this were seen in the data in relation to fruit 
growing but also in relation to employment for the local Council (ref. p.131). This 
means that these people find themselves either without jobs or in jobs similar to those 
they have always had but requiring different skills or skill levels. All work is now 
entering into a new relationship to intellectual training. 
 
8.2.1 The Intellectualisation of Work 
 
It is becoming increasingly the case that work and the worker are being reconstructed 
within the hegemony of the intellectually trained. This can be clearly demonstrated by 
considering the way education, even at the primary school level, is positioned to 
prepare the new 'flexible' worker. Education is acting as a bridge between the local 
and the global, preparing the new worker, at the local level, to become a player at the 
global level. Even programs aimed at the unemployed are clearly aimed at reskilling 
and providing credentials as a way of gaining future employment (ref. p.157). The 
whole notion of credentialism has become increasingly important and Certificate 
courses are now offered through TAFE in areas previously seen as purely manual 
labour. This was seen in the data, in relation to the types of courses offered in the 
field of horticulture (ref. p.101). The ‘production’ of the ‘flexible’ worker can be 
clearly seen within education and within retraining programs for the unemployed.   
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8.2.2 Education Policy and the Intellectualisation of Work 
 
The data show that educational policy along with the programs it initiates at a school 
and classroom level are clearly aimed at producing a new type of ‘flexible’ worker, 
one who is culturally attuned to the ways of the intellectually trained. The tying of 
Australia's future economic prosperity to becoming the 'clever country' is a starting 
point for any consideration of a new trend which links education to the emerging new 
worker.  
 
One of the roles of education has always been to prepare students for the workforce, 
what is different now is the single-mindedness with which this is pursued. It is 
preparation for a workforce where the use of the brain counts and the notion of 
relying on the use of one’s manual strength and skills to earn a living is increasingly 
marginalised. This presents a new dilemma for education. It has long been a sorting 
mechanism as far as the workforce goes, in the past it has sorted those for white collar 
(using the head) and those for blue collar (using the hands) jobs. This classification of 
white and blue collar jobs would seem to have lost its cogency as a classification 
mechanism. Today, work is increasingly being redefined in term of using the head, 
one’s intellect, to lead the way. The relationship between the labour of head and 
labour of the hand, manual labour, has been remade. This leads to the question, are 
schools then still sorting mechanisms? If they are what are the current criteria for this 
sorting? It would seem that students who are able to succeed in terms of the 
intellectual training are more likely to be those who gain full time, secure, well paid 
employment. 
 
Those who don't are likely to find jobs on the periphery of the labour market, jobs 
which are part time, casual, low paid and low skilled. It may also be that they will 
find themselves exposed to long periods of unemployment. It would seem then that 
education is preparing its students for secure employment, insecure employment, or 
unemployment. This in itself presents a challenge to social justice within an 
educational setting. 
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When looking at educational policy especially in relation to those policy documents 
which outline the curriculum ground on which schools should operate it is possible to 
find key words and phrases that provide clues to the link between education and the 
new 'flexible' worker (ref. p.135). Words and phrases that also provide an insight into 
the skills required of these workers. A number of the key issues that are present in 
policy documents will be discussed here. It would seem that they fall into two 
categories, one related to the amount of education and the second related to what that 
education will be about. 
Issues to do with the amount of education a student will receive are clearly spelt out 
in both Federal and State policies. In general the position is that more education is 
better education (ref. 103). Completing secondary school is okay but remaining in the 
education system to a post-secondary level is better. These policy positions were also 
reflected in the attitudes of students (ref. p.140) and their parents (ref. p.140). What 
such a position reflects is the notion success is ultimately the responsibility of the 
individual student. Such a position is reflective of what A. MacIntyre (1985) labels 
bureaucratic individualism. It is also a reflection of autonomy which is integral to the 
way of the intellectually trained.   
 
Also the focus of policies is what students should be learning. High levels of literacy 
and numeracy skills were seen as important within policy documents (ref. p.134) and 
at a school level (ref. p.105). Students, parents and teachers all acknowledged the 
importance of literacy and numeracy. For example: “you need to learn how to read 
and write and do maths so you can get a job when you grow up” (student) and “it 
boils down a lot to being literate and numerate... at the primary level they could be the 
two most important aspects of education” (teacher). 
 
While literacy and numeracy were seen as key foci for learning, skills related to the 
use of information and technology were also seen as important. All of these areas 
focus on the outer areas of life (Jones 1995); they are directly related to issues such as 
economic relations, employment, tool using and income generation.  Social skills, 
including making friends and co-operating with others also featured in educational 
policy documents and were seen as particularly important by teachers, parents and 
students (ref. p.190). To some extent we could see social skills as related to the inner 
life (Jones 1995), to personal growth and independent thought. They are still, 
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however, tied to the notion of the production of the new ‘flexible’ worker, they are the 
modes of personal operation needed by such a worker in the working environment. 
They include showing initiative and an ability to work independently while operating 
as a part of a team. Thus education policy and practices become aligned to the 
production of the new ‘flexible’ worker. If one looks at social justices policies and 
programs more specifically, a similar situation emerges. They are aimed at the 
education of the outer life, the economic. 
 
8.2.3 Retraining Programs and the Intellectualisation of Work 
 
With increasing numbers of people marginalised by unemployment the data showed 
that one strategy governments used in addressing this problem was to initiate 
retraining programs (ref. p.157). The rise of transnational capital and corporations, the 
resulting restructuring of industry and the emergence of the 'flexible' worker would 
appear to have also resulted in a new form of unemployed person. This person, while 
unemployed, needs to develop 'flexible' skills for when they manage to get 
employment. This need for flexibility is reflected in the focus of the programs funded 
for the purpose of retraining the unemployed, especially the long term unemployed. 
The focus is on the intellectual. 
   
Government funded programs aimed at the unemployed have been around since the 
1970s. Their focus has, in the past, been on job creation where the unemployed were  
provided with jobs funded by government. These jobs were often aimed at some sort 
of capital development within the community (ref. p.131). While such programs still 
remain in place, the emphasis has changed from job creation to retraining. This shift 
in emphasis supports the notion that the new worker is one who operates in the ways 
of the intellectually trained. An example of such a program was seen in the data in the 
shape of RivSkills (ref. p.157). Programs such as RivSkills, which are repeated in 
various forms throughout the country and generally funded by the federal 
government, aim at providing new skills and work experience for the long term 
unemployed. These programs often work in consort with TAFE in providing the skill 
development, and the participants end up with accreditation for their courses. This 
places the responsibility for employment firmly back on the individual, in other words 
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it is the individual’s fault that he or she can not get a job, the government has done its 
bit by providing the retraining and often work experience, the ball is now in the 
unemployed individual’s court. This is another example of bureaucratic individualism 
at work. The data showed that courses such as computing, often formed a part of this 
retraining program (ref. p.157). The data also showed that such programs can be 
successful for the individuals involved (ref. p. 158). By the same token, they don't 
always meet the long term employment needs of the participants as in the example 
from the course for theatre technicians (ref. p.158). The success or otherwise of such 
programs aside, they reflect the need for a new 'flexible' worker. They also reflect the 
way such a need has been institutionalised through bureaucratic measures. 
 
8.2.4 Social Justice and Educating the New Worker 
 
What then are the emerging issues for social justice in education in a time where our 
culture is radically redefining work and the new worker? Some clues to this are seen 
in the contents of policy documents which address issues of social justice in education 
and in the programs schools implement in the name of social justice. Issues centring 
around participation are integral to social justice in education. 
 
Participation is played out through the use of words such as access, attendance and 
retention and also the belief that through increasing these, improved levels of 
attainment will follow. The Social Justice Action Plan (Education Department of 
South Australian 1992) is a clear example of such a policy initiative. Such policies 
usually require schools to reach preset ‘targets’ in relation to participation as well as 
attainment for particular groups of students  (ref. p.144). The employment of a pseudo 
scientific strategy for measuring the success of individuals or at best a group, usually 
over a short time span via preset ‘targets’ are common accompaniments to such policy 
documents. These policies along with their success measures, have little success in 
initiating change at a deeper and more lasting cultural level (Fitzclarence and Kenway 
1993).  
 
Social Justice policy documents and school initiatives tend to support further the  
intellectualisation of work and the notion of education for employment. Such a 
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situation was seen in the data in the focus on literacy and numeracy, on skills related 
to information technology and a certain set of social skills. For example, the school’s 
implementation of a literacy program funded from the DSP (ref. p.174). In this 
instance the group ‘targeted’ was students classified as living in poverty via the SCH 
Scheme. Girls and Aboriginal students within this group rated a special mention a 
reflection of the emergence of new social movements. The program, however, was 
only funded for two years, so one must question the extent to which significant 
change could occur, change that would result in the production of the new 'flexible’ 
worker. 
 
This section has shown that this new worker is one who has learnt to operate in the 
ways of the intellectually trained in that they are more likely to rely on their head, 
rather than their hands. They will be competent users of the various forms of 
technology that their jobs may require them to use. They are workers who are able to 
adapt their skills, their work hours, and their place of work to what is required of 
them. These characteristics of the new 'flexible' worker, in theory, present the 
appearance of a universal identity, but the reality is somewhat different. One of the 
reasons for this is that the 'flexible' worker is involved in a diversity of jobs that 
require a variety of different skills, but while all skills may have been redefined in 
terms of the intellectual, they are not accredited with equal value in terms of  job 
security, wages and salaries, or skill level. The new ‘flexible' worker could be seen as 
universal in some ways, but is differentiated by the actual job they do and whether it 
is part time, full time, casual or permanent. This differentiation has clear implications 
for social justice as an increasing number of workers belong to the part time casual 
category, the category most likely to experience low pay rates and periods of 
unemployment. This in turn has had implications for those who find themselves living 
in poverty. Structural unemployment is now one of the key reasons for people 
experiencing conditions of poverty. This was clearly illustrated in relation to the 
people the local Salvation Army were assisting (ref. p.169). This new 'flexible' worker 
has emerged in response to the needs of transnational  corporations and has had a 
direct impact on the interpretation of social justice in education in ‘new times’. 
Education policy and program initiatives generally, and social justice in education 
policy and program initiatives more specifically, are ideologically tied to the 
hegemony of the intellectually trained. They are supportive of the cultural shift that 
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occurs when globalisation becomes a driving force behind the definition of the 
worker.   
 
 
 
8.3 The New Commodities 
 
As a result of globalisation and the emergence of the massive transnational companies 
the term commodity has been redefined. This redefinition is related not only to the 
changing of old and the emergence of new tangible commodities, it is also to do with 
the emergence of more intangible commodities. These new commodities, especially 
the more intangible ones, have a direct relationship to the increasing scope and 
influence of the mass media. In addition, commodities are now directly related to the 
formation of one’s self identity. It is my argument here that the emergence of a 
greater number and a broader range of commodities is directly related to the rise to 
dominance of globalisation, it has had a universalising effect on identity formation. 
The reach of the media, especially in the form of advertising, is of such scope and 
depth that no matter who you are or where you are, it is able to influence the 
formation of your identity. The effect of this is played out in a cultural contradiction 
which is of direct relevance to any understanding of social justice in a ‘new times’. 
The spread of the commodity via the mass media, in the form of advertising, creates 
wants and needs that were unthought of, even 25 years ago. This situation is captured 
by Aronowitz (1990b) when he asks the questions: “Does the household unit 'need' a 
car? How can teenage kids afford designer jeans? What about the television set? Can 
it be considered a luxury in the contemporary world?” (p.107). When these questions 
are considered in the light of the levels of unemployment and under employment 
discussed in Chapter 5, we see the emergence of an increasing number of people 
whose wants and needs are unable to be fulfilled. As the above quote suggests the 
difference between needs, those things essential for living, and wants, those things it 
would be nice to have, is narrowing. I use the terms needs and wants in the following 
way: needs will refer to those things that are essential for living, while wants will be 
those things it would be nice to have. It is in fact becoming increasingly difficult to 
decide what is a need and what is a want. For example, is a television a need or a 
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want? It seems it is no longer a question of will we have a television? But rather what 
brand of television we will buy? In a knowledge based culture the television and the 
telephone become essential household items. This can be repeated over and over with 
any number of commodities from clothes to cars. The mass media plays a key role in 
the changing relationship between wants and needs. 
8.3.1 The Mass Media 
 
The mass media is an industry within which globalisation and the transnational 
corporation has reached its zenith. The reach of the mass electronic media is global 
and in that sense it is universalising. One can sit in one’s lounge room in Moscow, 
London or Adelaide and simultaneously watch an event, be it the Olympic Games or 
the latest war, on television. This universalisation via television became an issue in 
the community studied in the 1970s when television was relayed first by the ABC and 
later by a local commercial company (ref. p.120). As well as some discussion of the 
importance of television per se to the community and to the students’ lives, there are 
two other areas that warrant discussion here. The first relates to the way television has 
influenced what counts within the definition of a commodity and the second related to 
the way advertising on television is changing the way commodities are viewed, 
blurring the line between needs and wants. Both of these issues are particularly 
important to not only the way needs and wants have come to be redefined, but they 
present the basis for the following section which considers the link between self 
identity and commodities.  It should be noted that while television works as the 
illustrative tool here it was clear from the data that other electronic media in the form 
of videos and computer games were seen as important parts of students’ lives (ref. 
p.106).  
  
It would be true to say that the coming of television to the community was truly a 
turning point with regard to change. Prior to this, it was necessary to have installed a 
large and expensive antenna to enable reception of the television channels from the 
state’s capital city. Even then reception was poor and television definitely came into 
the wants category, it was clearly seen as a luxury item.  The arrival of local stations 
meant that the cost of television was reduced, reception was clear and television 
slipped from being a want, to clearly being seen as a need.   
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The cultural effect of this change on the community was similar to that encountered 
wherever television becomes a 'way of life', dramatically changing the way the 
community sees and is seen by the world. It has the effect of tying the local to the 
global and the global to the local. The net result is that the world is made smaller and 
is brought into the home. It opens up a whole range of new cultural possibilities to 
those who watch it. It is a source of universalisation, it is also a medium through 
which the influence of globalisation reaches new heights. Large companies exert 
tremendous power, be it through media ownership or through advertising. The 
cultural implications of such a universalising medium are profound.  
 
One way of coming to an understanding of these implications is to look at the position 
television and its content has within the lives of students. The term student is used 
here but it is synonymous with the word child. The data clearly showed that television 
was an accepted part of the lives of the students interviewed. Their responses 
indicated that they placed television in the same category as sport, playing with 
friends and going to Guides (ref. p.106). In short it was not seen as a special category 
different in some way from other things. In comparison, when I was a student at 
primary school, in the same country town, television was definitely in a special 
category.  It required a large antenna and even then was viewed through a haze of 
'snow' it certainly wasn't seen as an essential to every household. Today every student 
interviewed had at least one television in their house and a number had a television in 
their bedrooms. The students all indicated they watched at least some television every 
day (ref. p.101) and references to television were often made in relation to other 
issues. An example of this was the boy who indicated he wanted to be a lawyer when 
he grew up because he had heard on television they make lots of money, thus he could 
overcome his family’s poverty. What the data indicated, in general terms, was that 
television was an inherent part of each student’s life and that they placed television in 
the same category as going to the park or playing sport. It was also evident that what 
the students saw on television influenced many of their needs and wants, an issue to 
which I will return later. 
 
The increasing globalisation and thus universalisation of television has reached a 
stage where it has created new commodities by way of events. Such events can range 
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from a sporting fixture, to a pop concert, to a war. Of specific relevance to the data is 
the way sport as a television event is seen as a commodity. The sporting events which 
influenced the students interviewed in this case study ranged from American 
Basketball to AFL football (ref. p.176). The telecasting of such events brings to 
prominence not only the sport but also those personalities involved in it. American 
basketballers become more well known and idolised by students, than the members of 
the local basketball or football team. This leads into issues discussed in relation to 
advertising for most events have sponsors. In addition, the telecasts are presented by 
sponsors so advertising is not only explicit but also implicit, for example, logos on the 
players uniforms. This situation is viewed as normal by the students so it could be 
said to be hegemonic. One of the main aims of advertising is to create wants and turn 
them into needs (as the terms were defined above). In the case study community, the 
whole notion of television ownership has changed from a want to a need within the 
last 20 years. 
 
The ubiquity of television within the lives of the students who formed a part of this 
case study was discussed above, and from this it is possible to draw the conclusion 
that the students as well as adults are exposed to a steady diet of advertising. Such 
advertising takes the form of the standard commercial but it is also there in such 
things as sponsorship of sporting and other events  The effect of this is to create first a 
want that can then be translated into a need for the latest and the best of whatever 
product is being marketed. The aim of the advertiser is that the student, as consumer, 
will be convinced that life cannot be lived without that product. One could surmise 
from this that for some students, especially those who are from families whose 
position is within the marginal social groups, the unemployed or the under-employed, 
will experience difficulties meeting wants which, have through the power of 
advertising, become needs.  
 
8.3.2 Commodities and Self Identity 
 
As we saw in the section above the notion of commodity is changing. In this section I 
want to discuss the implications this has for self identity. Before preceding it is 
necessary to consider the concept of self identity: “Identity marks the conjunction of 
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our past with the social, cultural and economic relations we live within” (Rutherford 
1990, p.19). Consequently in modern life there is the potential for us to ascribe to a 
multiplicity of identities (Rutherford 1990). Identities are not neutral they are related 
to different and often conflicting values but what they are about is belonging (Weeks 
1990). Harvey (1993) suggests that our identity derives from the way we describe our 
temporal relations with the world around us and our relations with others. If this is the 
case, this thesis has already shown that our temporal relations with the world have 
changed dramatically in recent years which suggests that our identity along with out 
relationships with others will be effected by such changes. Television is used here as 
an example for the discussion of such changes. 
 
I believe we are looking at a new global student/person. I use the term student/person 
intentionally, for it is through considering the data gathered from students on which I 
base this assumption and while they are students, they are also people. It would seem 
that the student/person of today is one whose identity is created in a way, far different 
from the identity of a student/person 15 or even 10 years ago. An insight into this 
issue can be gained from the interview data from students but it can also be seen in 
the way technology has come to dominate the lives of people today. Technology is 
seen as second nature to the student of today (Green & Bigum 1993); it is simply 
there to be used, it is an accepted way of life not something special or apart. It is 
talked about, by students, in the same breath as going to Guides or taking a walk (ref. 
p.106)  
 
Parents saw as imperative that their children had a greater understanding of latest 
technological developments, especially computing (ref. p.114). The responses of the 
students indicated that they not only had a greater understanding than their parents, 
but they treated technological development as a natural given part of their lives. All 
the students had some form of computer game or at least reasonable access to one, 
and they also had reasonable access to computers. In short they all saw interaction 
with technology as natural as interaction with each other on a face-to-face basis. What 
was different was that those students from homes caught in the marginal currents 
were unable to afford the latest technological gadget. They had a computer game but 
it was a Sega not a Nintendo because they couldn't afford a Nintendo (ref. p.115). It 
was like these students were always a 'generation' behind. This would seem to 
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indicate little difference between the acquisition of technology and the acquisition of 
other consumer goods; they often had to settle for second best.  
 
As we saw in the previous section, television is seen as another 'normal' feature in the 
lives of the students. We also saw that television has the ability to bring the global 
into the local and to take the local to the global. In this sense then the students of this 
small country community are citizens of the world. They have access, via television, 
to information and experiences at a global level. As was stated above when asked 
about a favourite sports star it is more likely to be an American basketballer, or 
perhaps an AFL footballer than a local sporting personality. The student/person then 
is global in a very real sense.  
 
Signs of a 'new' student/person were also evident in the way students spoke about 
their futures. Most saw leaving the community as inevitable, to further their education 
or to obtain a job. This is not to say that all of them wanted to leave, they just 
accepted it as inevitable (ref. p.175). The way they conceived of what a job was also 
showed evidence of a new attitude to employment, for example, the boy who hoped 
for a chance to become an AFL footballer (ref. p.176). Another just hoped to get a job 
no matter what it was, and most envisaged some form of education beyond school. 
 
So far we have seen that this new global student/person is one who sees technology 
and their relation with it as normal. They are transnational in the sense that television, 
was accepted as a normal part of life, which leads us to suppose that the way it has 
reconstructed the relationship between the local and the global is also seen as normal. 
Finally, we have seen that this student/person is one who views their future in a new 
more transient fashion, that is they see themselves moving beyond the parochial 
setting of the community in the future. There was one further piece of evidence which 
would seem to support the idea that there is now a new global student/person 
emerging and it relates to the notion of the student/person as consumer. This point is 
closely tied to a previous point that was made in relation to the normalisation of 
television. There is no doubt that the explicit and implicit advertising which is seen on 
television constructs 'the consumer' from an early age. With all the students watching 
television on a daily basis they are all exposed to various forms of advertising. Their 
knowledge of products such as Sega and Nintendo computer games suggests that from 
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a young age, students place value on commodities. In doing this they place value on 
themselves via the ownership of things. We are increasingly seeing the emergence of 
people who see their identity tied to the what they consume and how they consume it, 
rather than what they are and how they relate to others. It would seem that we are 
looking at a new global student/person, one where issues of social justice especially in 
terms of money and buying power are going to be of extreme importance in the 
formation of self identity.  
 
The response to the emerging new person has been the proliferation of yet another set 
of new commodities. These commodities were evident in the data through a 
consideration of the main street of the town. The commodities to which I refer are a 
wide range of services and products which represent the needs and wants of the global  
person. These 'new' products and services range from computer software to alternative 
medicine. It would seem that the culture which has emerged from the dramatic 
changes in the last 15 to 20 years has led, for example, to the questioning of 
conventional medicine as the only avenue through which to respond to a physical or 
mental problems. A new industry has grown around the alternatives. This position is 
taken in the work of Giddens (1991a) and is supported by the data (ref. p.100).  
 
The result of this is the development of new industries that correspond to the new 
needs and wants that have emerged. It is a response which takes place in physical 
terms, the supply of new products in terms of technological entertainment, natural 
medicines and the cosmetic industry. The response also takes place at an emotional or 
psychological level, with a hypnotherapist and psychotherapist and even beauty 
therapists catering to the perceived emotional or psychological needs and wants of the 
'new' person. Such a situation leads to the satisfaction of all wants and needs, relying 
on payment for a product or a service. It also results in a dependence on others to 
change our situation rather than looking to our inner reserves. Not everyone has the 
opportunity (money), to 'consume'  these new services and one must ask what are the 
effects of such a situation? What then does this mean for education? Needs and wants 
are closely related to notions of self worth and identity (Singer 1993). If this is the 
case those whose needs and wants for the new ‘consumer’ goods are not met may 
well experience feelings of worthlessness and despair. Teachers can play a crucial 
role in the emotional and psychic well being of their students (Salzberger-Wittenberg, 
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Henry and Osborne 1983). Such a role involves showing an understanding of the 
difficulties and struggles the student is grappling with (Salzberger-Wittenberg, Henry 
and Osborne 1983). It also involves developing in students a new form of self 
understanding leading to new ways of interacting with others. This would see students 
building a sense of self worth and identity which was based on self understanding and 
relationships with others rather than on the acquisition of ‘consumer’ goods. 
 
8.3.3 Unfulfilled Needs and Wants: A Contradiction Begins to 
Emerge 
 
So we see the contradiction emerging.  Wants are increasingly becoming needs and 
are being tied to the whole way one’s self identity is formed. At a time when the new 
‘flexible' worker is facing the possibility of reduced earning power they are being 
reconstructed as the ultimate consumer. A case of so much to buy and so little to 
spend. One has to see how such a situation can lead to frustration and anger which 
could lead to violence against property and people.   
 
The proliferation of new products and services occurs on a global scale and at a pace 
previously unknown in history. One of the keys behind this rate of proliferation is the 
advent of the electronic mass media, in this instance it is television which was seen to 
produce many changes. It was argued that these changes, and the medium through 
which they were occurring, television, were responsible for a change in the way one’s 
self identity is formed. This change in the mode of identity formation resulted in the 
emergence of a 'new' person, a global student/person who had specific wants and 
needs formed within an environment where technological mediation, through such 
things as television, videos and computer games, has become naturalised and 
normalised, a part of life. This, arguably, sets up a contradiction within a culture 
where work is being radically restructured and increasing numbers of people are on 
lower incomes due to unemployment or under-employment. We have a situation 
emerging where people are needing and wanting more in terms of consumer goods at 
a time when increasing numbers can no longer afford what were once considered 
essential needs.   
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8.4 Summary 
 
This chapter has shown how globalisation has been responsible for changes which 
have struck at the very heart of Australian culture. Changes which have resulted in the 
emergence of a whole new way of life and a new way of being in the world. They also 
suggest the need for a new way of considering social justice in education. 
 
The chapter began by looking at agribusiness as an example of the changes occurring. 
We saw how the global market and restructuring have led to a dramatic change in the 
fruit industry. This industry provides an example for explaining the issues facing 
industry in general. It was seen that, as a result of many of the changes that were 
occurring, traditions long related to the industry and to our culture more generally 
were being remade. The individual fruit grower, a person involved in a small 
business, must compete on a global stage with, and against, huge transnational 
players. It would seem from this, that any notion of being a small player in any 
industry is increasingly impossible. We also saw here that the days of the manual 
worker were numbered. 
 
The new 'flexible' worker it was seen is one who is being recreated within the 
hegemony of the intellectually trained and emerging in a time when massive 
transnational corporations are dictating the skills needed by workers. This new 
'flexible' worker increasingly relies on the head, in the first instance, as opposed to the 
hand, as a way of operating in the workforce. It was seen that this worker was 
‘flexible’ in the skills needed, where work occurs and the amount of time spent at 
work. It was seen that education policy in general and social justice policies in 
education in particular were geared to maximise the production of this new 'flexible’ 
worker. Such policies are ideologically carved from the hegemony of the 
intellectually trained. 
 
The final section of this chapter considered the implications of the emergence of new 
commodities. There was special reference to the role of television in the creation of a 
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new global student/person who lives in a world where the line between wants and 
needs is no longer clearly defined. This indicated the emergence of a new cultural 
contradiction.  
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Chapter 9. 
Displacement and Social Division  
 
Displacement and the emergence of new social divisions are two key issues that can 
be seen emerging in a culture where globalisation becomes a defining category. 
People are displaced from what they see as their traditional position in society. They 
are set adrift, experiencing feelings that they no longer fit. Such feelings relate to 
employment, social position, geographic location, or self identity. They may be 
displaced from the ‘moralnets’ which once sustained them (Singer 1993). When 
people are displaced they find their access to power, via rules and resources (Giddens 
1984), curtailed. The change in power relationships which occur when people are 
displaced is integral to the development of new social divisions and an understanding 
of social justice in ‘new times’.  
 
This chapter begins with a discussion of displacement, this discussion considers why 
and how displacement occurs. The focus here is on employment/unemployment and 
on the implications for family. It goes on to discuss how displacement affects the self 
identity of the individual and the results this has on society. The chapter concludes 
with a discussion of new ways of considering social division and the implications this 
has for social justice in education.  
 
9.1 Displacement as a Feature of the Culture 
 
A sense of displacement is closely related to notions of liberation, independence and 
autonomy which prevail in a culture where intellectualism is hegemonic. When a 
person is, for example, liberated from a situation of oppression they are displaced 
from what they have previously known. A woman leaves an abusive situation she is 
liberated from the abuse but displaced from her home. This dual relationship between 
liberation, independence, autonomy and displacement can be illustrated by 
considering an historical incident such as the American War of Independence. In this 
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war the people of America were liberated from British rule, that is, British rule was 
displaced. The people of America were free to set up their own liberal democracy. 
Within this process we see displacement run alongside the search for independence 
and autonomy. We also see the emergence of the political ideology of liberal 
democracy. Since 1989 and the fall of the Berlin wall the ideology of liberal 
democracy, in its political form, has achieved almost universal status. Writers such as 
Fukuyama (1992) see capitalist liberal democracy as having reached its zenith as the 
universal world model. His thesis sees capitalist liberal democracy as having 
overcome opposition from both the left and the right to produce a stable state of 
affairs leading to the ‘end of history’ (Fukuyama 1992). The problem with the 
Fukuyama (1992) thesis becoming hegemonic is that the latent contradictions 
contained in it are not adequately debated. This capitalist liberal democratic ideology 
is related to the hegemony of the intellectually trained and many contradictions are 
obscured. A discussion of displacement can exposes a number of these contradictions.      
 
Within the data of this thesis, we see many instances where people are displaced, cast 
adrift from what has been their place in society. In this sense, place may refer to 
employment, social position, geographic location, or self identity. The family on a 
small fruit property who may have lived in the town for generations, but can no 
longer make a living from the property is an example of both the process and the 
product of displacement. They are forced to sell their property to pay off bank debts. 
This results in the loss of not only their source of income but their home. Employment 
in the town is hard to find so the family must move away from the town to a city and a 
way of life they have never experienced before. In this example the family is 
displaced from their source of income, their home, perhaps their extended family, 
their friends, and their community, their ‘moralnet’ (Singer 1993), and in the process 
their identity. The data showed the many young people thought a move away from the 
town was inevitable (ref. p.175).   
 
In ‘new times’ the social practices which become important revolve around autonomy 
and abstraction. It is a culture where the relationship between the labour of the head 
and the labour of the hand is being remade. While labour of the hand, the use of 
muscle power, still exists, it is the labour of the head, intellectual practice, which 
dictates what this labour will be and how it will be carried out. In a culture such as 
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this an array of problems whose causes and effects are both structural and personal 
emerge. Discussed here are issues related to employment/unemployment and to the 
family. 
 
9.1.1 Displacement Through Employment/Unemployment 
 
Both employment and unemployment are important to any discussion of 
displacement. As was seen in the previous chapter globalisation has resulted in a 
reorganisation of the notion of work. This reorganisation encompassed changes in 
relation to what constituted work and its recreation in the mode of the intellectually 
trained. This reorganisation has seen the emergence of the new 'flexible' worker and 
increasing levels of unemployment as a structural phenomenon. 
 
As technological innovations play an increasing part in the economic future of 
Australia so the employment landscape is changing (Jones 1995). The future of the 
full time manual worker, traditionally the province of the male, is increasingly bleak. 
There is an increase in the casualisation of work, resulting in low paid part time jobs 
often taken up by women (Gregory 1990; Jones 1995). The fruit industry is an 
example of this. 
  
The techno/science revolution has brought to agriculture an increasing array of new 
mechanical means by which work, previously done manually, is now done by 
machine. This was seen in the data with innovations such as mechanical grape 
harvesters (ref. p.108) and apricot cutting machines (ref. p.109). These machines 
reduce the number of jobs available and also deskill the ones that remain. Previously, 
to be a successful grape picker the worker required a fair degree of skill. Pickers were 
paid on contract rates and the greater the skill the greater the income. With the advent 
of the harvester such skills are no longer required. Whilst some picking of fruit is still 
required for areas where a harvester can not reach, the ends of rows of grapes, it does 
not require the skills such as speed the grape picker once needed. The unskilled 
people employed to do this type of picking are usually paid at the lowest hourly rate, 
as opposed to contract rates where greater skill resulted in greater income. From this 
example it can be seen that the skills that had previously been required for grape 
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harvesting are no longer required and with them goes the possibility for the individual 
to earn more, through basic manual skills and hard work. 
 
The full time jobs that exist in the fruit industry today are often at a managerial level, 
or they require the worker to operate in an intellectual mode, using one’s head to 
direct the labour of one’s hands. This usually requires some form of academic 
accreditation such as a TAFE Certificate (ref. p.101). Operations which were 
previously based on a concentration of basic manual skills have been replaced by a 
focus on extended intellectual practice. This aspect of change to full time work in the 
fruit industry is closely tied to the rise of agribusiness, discussed in the previous 
chapter. Local privately owned properties have had to increase in size and in their use 
of technology to survive and compete with the increasing numbers of large players 
coming into the industry (ref. p.127). One of the effects of this is that fruit growing 
has been drawn into a new way of operating with new skills based on the use of the 
intellect required to work in the industry. Managers for larger properties are drawn 
from graduates from University courses in agriculture. Even those who want to 
become ‘block hands’ are encouraged to take on TAFE courses leading to accredited 
qualifications. Working on the land is now as much about knowing about technology 
as developing a basic manual skill. It is about reading the markets as well as simply 
reading the weather.  
 
From this we can see a radical reconstruction of manual labour as it operates within 
the fruit industry. We can see an emerging social redundancy of the unskilled rural 
worker as a social grouping. In this sense they have been displaced. That manual 
work that is available has, in many ways been deskilled and at the same time, the 
operation of the fruit industry and its relationship to technology has taken it into the 
realms of the intellectually trained. Many, who have in the past relied on their skills in 
the manual labour field are having to develop new skills, often through government 
funded retraining programs (ref. p.157) or those offered by TAFE. If they don’t take 
up retraining they are increasingly being excluded from the workforce. Those who 
have relied on their skills for seasonal work such as the fruit picker or pruner have 
been hit hard. The part time casual jobs they may have taken to either top up the 
family income or supplement benefits are no longer an option. The ‘Story’ of 
Margaret (ref. p.148) presents an example of this.  
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Displacement also occurs through the casualisation of work for the unskilled and 
semi-skilled rural worker. Part time casual work has become an increasing option or 
in some cases a necessity for people (Jones 1995). The data showed that in the 
community many more women than men were involved in part time work (ref. p.160). 
Anecdotal evidence from the study suggests that some of the women involved in such 
jobs, were from families where their income provided the only means by which the 
family was able to live on their fruit property (ref. p. 128). Debt levels were such that 
the property struggled to simply break even. The net result of this was that some 
women, and indeed some men, worked on the family property as well as holding 
down a full or part time job in the town. This scenario is supported by statistical 
evidence at a national level by Gregory (1990). Gregory’s research showed that 
between 1966 and 1988 a dramatic change occurred in Australia’s employment 
landscape. By 1988, one job in 5 was part time (Gregory 1990). This dramatic change 
reflected the increased casualisation and part time nature of work, but it also reflected 
the gendered nature of these changes. Table 9.1.1 sets out these changes showing that 
it is the male workforce which has been most affected, by the demise of full time jobs: 
 
Table 9.1.1 Percentages of  Jobs Created 1966- 1988 
 Full-time  Part time 
Male - 19.6% + 56% 
Female + 3.7% + 143% 
(Gregory 1990)  
 
It was clear that the availability of part time casual jobs in the study community was 
closely linked to the overall ‘health’ of the fruit industry. When things were bad on 
fruit properties the chances of finding a job in the town were lowered. Employment 
prospects in a country community are often closely interconnected with the state of 
the agricultural industry. As has been seen in the previous chapter the situation of 
agriculture is governed by the close links that exist between the local and the global. 
Displacement is seen in practical terms in the drift of people from the country to city. 
Students in the community, for example, clearly indicated that they didn’t see their 
future in the rural community but in the major cities (ref. p.175). 
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The other factor closely linked to displacement is that of unemployment. As Giddens 
(1994) puts it: "the autonomy of work still survives as the dominant ethos and defines 
what the experience of unemployment means" (p.177). As such unemployment can 
have a devastating affect on the sense of self of the unemployed person. 
 
The data showed the unemployment rate in the community rose dramatically between 
1971 and 1991 (ref. p.154). In 1994  it was as high as 11.9% within the community, 
above the national average of 9.4% (King 1994). Increasing levels of unemployment 
over the twenty years from the early 1970s to the early 1990s were fairly typical, not 
only in Australia but in many Western countries. In OECD countries unemployment 
rose from 3.5% in 1974 to 10% in 1982 (Gregory 1983) with the greatest rise 
occurring within the unskilled labour force. In Australia the unemployment rate rose 
from 4.7% in 1976 to 9.5% in 1991 (Gregory & Hunter 1995). Within countries such 
as Australia the high levels of unemployment followed geographical patterns, being 
higher in certain neighbourhoods (Gregory & Hunter 1995) with postcodes a 
particularly strong indication of unemployment levels (Jones 1995). While rural 
communities in general saw a rise in unemployment in line with national averages, 
there is anecdotal evidence from within the study community that some 
neighbourhoods suffered higher rates of unemployment than others. Within the town 
there were enclaves of high unemployment. Your chances of being unemployed in the 
community relate to the street you live in. The unemployed seemed to be concentrated 
in certain areas of the town where there was cheap public housing.  
 
Some of the unemployed have always lived in the community but others came from 
cities and other rural communities lured by cheap housing (ref. p.163) and the 
prospect of work in the fruit industry. Thus we see some people being displaced from, 
not only their employment, but also  from their geographical location. The rise in 
unemployment when linked to the reconstruction of work in the fruit industry saw an 
increase in the numbers of people in the community living in poverty. This was 
reflected in the increase in the number of students in the school who were SCHs (ref. 
p.172). The social and emotional impact of unemployment will be discussed later in 
this chapter. 
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There is also a relationship between education and unemployment (Castles 1992). 
While unemployment increases effected both people with and without post-school 
qualifications, you were more likely to be unemployed if you had no post-school 
qualification. The rates, at a national level, were 7% for those with post school 
qualifications and 11% for those without post school qualifications (Castles 1992).  
Social justice policy documents suggest retention to Year 12 as essential and 
accreditation at post-school level as desirable (Education Department of South 
Australia 1992). What has been seen though is that increasingly a post-school degree, 
diploma or certificate is not enough to gain employment (Castles 1992). Education, 
however, doesn’t influence how many jobs are available rather it influences who gets 
them. In this sense then the ‘goal posts’ are constantly moving and it is those from 
low socio economic areas who still miss out (Gregory & Hunter, 1995). 
 
While this section on displacement through employment/unemployment has raised 
issues in relation to self identity, it has also raised issues related to social justice in 
education. The possibility of future full time employment is increasingly moving 
away from manual labour to a form of employment which relies on the use of  
intellectual labour and education plays a crucial role in this move. Such a position is 
supported by Jones (1995) who sees Australia’s economic future in the high tech 
world of ‘sunrise industries’, a world where post-school education is a necessity.  
 
9.1.2 Displacement and  the Family 
 
Giddens (1994) talks about the emergence of a post traditional social order. Such an 
order, he argues, emerges as a direct result of globalisation. It is an order where 
tradition remains but finds that it must explain itself (Giddens 1994). In such a 
situation people find that they are displaced from what they may have considered 
traditional. The changing role of women in society and the way this links into the 
reconstruction of the family is a key area where one can see this displacement from a 
tradition. In addition the traditional role of the family and schools in the socialisation 
of young people has been changed by the increasing influences of the electronic 
media with its universal reach. It has been suggested that childhood itself is being 
redefined (Mackay 1993). 
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While it is necessary to make the point that changes in the family can not be 
simplistically attributed to ‘women’s liberation’, issues such as changes to the Family 
Law Act have certainly had an influence (Mackay 1993). There is clear evidence in 
the data that the role of women since the 1970s has changed which has a significant 
influence of the family. Statistics on part time employment were not gathered in the 
1971 census, however, by 1981, 754  women were engaged in part time work in the 
community and these numbers have remained relatively stable (ref. p.160). This 
dramatic increase in women involved in the paid workforce gives us a clue to a deeper 
cultural change occurring. Women are no longer the full time housewife and mother 
but are taking on a role in the paid workforce outside the family. This may have been 
through choice but there is also some evidence that it was for some an economic 
necessity (ref. p.128). Whatever the reason, the result is that women are taking on a 
new role which results in the displacement of women as unpaid housewives and 
mothers. This in turn changes the very definition of what counts as a family; the 
family is being reinvented (Mackay 1993), for example, it is no longer the norm that 
the father is the sole bread winner. The net result of these changes may be an 
increased family income but it is a change that may also have an effect on self 
identity, the self identity of not only the wife and mother, who becomes a part of the 
paid work force, but also the father who is no longer the sole breadwinner. This 
situation can be further complicated if the father is unemployed whilst the mother is 
the bread winner. It is the last of these scenarios, that the work of Gregory and Hunter 
(1995), suggest is increasingly occurring. With increasing numbers of full time 
manual, often male, jobs disappearing, and the increase of part time service jobs, 
often for women, the contribution of women to family income becomes more 
pronounced.    
 
One of the outcomes of the multiplicity of changes which have occurred in relation to 
the family is seen in the increasing number of sole parent families (ref. p.149). What 
is also evident is that a considerable number of these families’ incomes are in the 
lower range, below $20 000 a year. In such a situation the family is displaced from its 
traditional configuration and it is reduced to circumstances of poverty. The ‘Story’ of 
Margaret (ref. p.148) provided an insight into the plight of single parent families, in 
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this instance those with a female head. Again we see how the issue of displacement 
can lead to a situation where the person’s self identity comes into question.   
 
The data also show that parents, teachers and students all see a continuing role for the 
school in the socialisation process (ref. p.189). However, as we saw in the previous 
chapter the mass electronic media, especially television, plays an increasing role in 
this area. The net effect of this, is that issues of socialisation, ‘how we should go on, 
act, in the world’, are increasingly displaced from what has been seen as their 
traditional sources. In the past it has been the family, the school and the church who 
have taken a prominent role in the socialisation of children. In ‘new times’ the 
globalised mass media plays an increasing role . One of the outcomes of this is that 
there is a higher degree of universalisation of values. The result of this shift is that 
some of the values associated with institutions such as the family, the school and the 
church are also remade, old values are displaced. This was seen above in relation to 
the changing role of women in the family.  
 
I want now to turn to a discussion of the effects this notion of displacement has on the 
self identity of the individual. These effects need then to be considered in terms of 
their cultural implications for society.  
   
9.2 Displacement, Identity and Social Justice 
 
One of this key issues to consider in any discussion of the effects of  displacement, is 
its relationship to the formation of identity, and how this in turn, is played out in the 
wider society. What I want to argue here is that displacement has a key influence on 
identity. For example, women who have experienced domestic violence require 
counselling and not just in relation to economic considerations. They also require 
counselling aimed at assisting them to cope with what has happened and to adjust to 
new circumstances on an emotional and psychological level (ref. p.169). This then has 
implications for both the individual and society. According to Margaret Thatcher 
‘there is no such thing as society’ (Sharp 1997a; Cox 1995; Giddens 1994) and that 
what we have is an aggregation of individuals and individual markets. In such a 
situation, the predominant organising unit of aggregates of individuals is the ‘nuclear 
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family’ (parents and unmarried children). If such a situation is accepted, friends, 
community and society at large are no longer important cultural mechanisms. In such 
a situation displacement becomes normalised. If one has to move from country to city 
for employment the move usually includes the ‘nuclear family’, however the wider 
‘moralnet’ (Singer 1993) is left behind. What this does is deplete what Cox (1995) 
calls our social capital and it is this social capital which ensures a socially cohesive 
society. In Chapter 6 we saw evidence of how the community and school were 
striving to maintain social capital. Such a situation shows that the community and 
school are resisting the Thatcher  proclamation that ‘there is no such thing as society’ 
(Sharp 1997a; Cox 1995; Giddens 1994). This is essential if social justice is to be 
about serving more than an ‘aggregate of individuals’.  
 
Previously I have, drawing on Rutherford, defined identity as: “the conjunction of our 
past with the social, cultural and economic relations we live within” (Rutherford 
1990, p.19). In discussing identity I use this definition as it closely follows that used 
by Giddens (1991a). It is related to notions of trust and ontological security (Giddens 
1991a). Ontological security is necessary for us to ‘go on in our lives’. It allows us 
continuity and order in a life where we do not always have the ability to ‘be there’. It 
is what allows us to trust in the reliability of day to day events and is related to what 
Giddens (1984) calls our practical consciousness (ref. p.36). When our basic trust 
system is threatened, through events around us, often outside of our control, for 
example, the loss of employment, our ontological security breaks down and our 
identity comes under pressure (Giddens 1991a). Thus we see the links between 
notions of displacement and the threat to not only are self identity but also to our 
social identity, an identity which we define in relation to or social, as opposed to our 
self identity. 
 
9.2.1 Security: Beyond Economic Considerations 
 
Work has long been, in Western cultures, considered to fulfil more in a person’s life 
than merely the economic. It has been suggested that it could be seen as a form of 
‘occupational therapy’ (Mackay 1993). It is one way in which the individual can 
define the ‘self’. In the past this definition has related to a typically male pattern of 
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work, full time employment in the one job through out one’s working years (Giddens 
1994). As we have seen, this pattern of full time work is changing as is the idea that 
paid work is only the domain of the male. Working is now a much more ‘flexible’ 
notion in terms of who is involved, the hours worked, the numbers of jobs one is 
involved in over one’s life span, or indeed at the same time, and the types of work 
available. Added to this, is the increasing possibility that for periods of one’s life one 
may expect to find oneself unemployed. 
 
Economic considerations are clearly important to both our decision to work and our 
choice of job. There are, however, issues beyond the economic which are linked in 
important ways to work. These issues are related to the preservation of one’s 
ontological security and thus the maintenance of identity. If our culture has a tradition 
of individuals defining themselves in terms of their work, the radical changes and the 
instability that now surround the organisation of work must produce deep 
psychological misgivings. These misgivings are at both the individual and collective 
level. Such changes could be viewed as detraditionalising (Giddens 1994) and as such 
threaten the basic trust system, the ontological security, of the individual.  
 
The data showed that changes in the notion of work and especially the increasing 
occurrence of unemployment, or the failure of one’s business, were having an effect 
on the identity of individuals, with some even questioning the value of living (ref. 
p.168). There is little doubt that this situation as been developing since the 1970s but 
the data showed that in the 1990s the profile of those who have lost their means of 
income, wage earners or self employed fruit growers, was changing (ref. p.169). The 
result, however, is the same, ontological security, and ultimately identity, is 
threatened.  
 
As a result of the breaking down of ontological security, notions of trust in others and 
in society and its institutions, no longer holds. Such trust is essential in a world where 
bureaucratic measures increasingly control the way we live. Trust in large public and 
private agencies becomes an essential part of life. Even face-to-face contact with the 
‘front people’ for such agencies is becoming increasingly rare. This was seen in the 
data, as services moved from the immediate community (ref. p.132) and people 
having to deal through technology, for example, electronic banking. A break down in 
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trust can have huge implications for not only the individual but for the basic cultural 
beliefs of society. If trust, in and among people, and among people, governmental and 
non governmental agencies is broken down, individuals feel they no longer have a 
reason for going on in the world. This leads to the development of a society which 
reflects this lack of trust. In such as situation, it is those who are most vulnerable such 
as the poor and socially marginal that suffer the most. 
 
Closely tied to ontological security is the rise in the feelings of shame and a loss of 
dignity (Berger 1983). The data provided many examples of the feelings of shame 
experienced by people in the community, be they failing property owners or the 
unemployed (ref. p.169). Shame is defined by Giddens (1991a) as: “anxiety about the 
adequacy of the narrative by means of which an individual sustains a coherent 
biography...depends on feelings of personal insufficiency...in relation to the integrity 
of the self” (p.65). From this definition it is easy to draw links between feelings of 
shame   security and identity. While shame is a condemnation of the self it should not 
be interpreted as simply being connected to the individual, rather, it is connected to 
the  
basic social structure (Scheff & Retzinger 1991). Individuals only feel shame because 
of the way they view themselves in relation to the particular values and attitudes a 
society adheres to (Scheff & Retzinger 1991). Thus in a culture that still upholds 
notions of a strong work ethic, the autonomous individual who is denied work may 
feel shame. The data in relation to the experiences of the Rural Counsellors dealing 
with people faced with loosing their fruit properties showed that feelings of 
inadequacy associated with shame were evident (ref. p.169). In the ‘Story’ of 
Margaret 
(ref. p.148) her admission that she was illiterate evoked in her a feeling of shame. It 
would seem that shame forced Margaret to withdraw from situations where literacy 
may be required. It was also possible to see in this story that the cycle of shame, lack 
of trust and insecurity in one’s identity could be broken through personal contact. It 
also showed how tenuous any such changes can be. 
 
Issues of security and identity are important to any consideration of social justice in 
education. There were students in the school from families where trust in themselves, 
others, and societies institutions, had been severely shaken or indeed destroyed. 
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Groups of students such as those living in poverty and students who are itinerant are 
acknowledged in social justice policy and ‘targeted’ for assistance (ref. p.144). The 
assistance offered, however, remains within an ideological focus which sees the 
autonomous individual as the key. Where does this leave the school when it is one of 
the institutions in which the people it is trying to help may have lost trust? This is a 
challenge that goes beyond the notions of emancipation, evident in many social 
justice policies and strategies. It also goes beyond simple notions of an education for 
the outer life, for employment. It is about education for the inner life where social 
cohesion can be developed.  It is such an education which Jones (1995) believes is 
denied many of these students attending schools in low socio economic areas. Chapter 
6 gave us some hope that within the school the development of social capital was not 
dead, merely marginalised. We saw that staff, parents and students were striving to 
develop social cohesion in the school through initiatives like the Parent Room (ref. 
p.191) and Class Parents (ref. p.195). 
 
What we have seen here is that in a culture where the ways of the intellectually 
trained are hegemonic displacement occurs. Displacement can lead to the basic 
security system of the individual, their ontological security, their  identity (Giddens 
1994), being threatened. A stable sense of identity is essential for people to 
successfully live in ‘new times’. 
 
Issues related to employment and unemployment play a key role in not only 
displacement, but in the construction of identity. Displacement of people from both 
their working situation and also the resulting displacement from their geographical 
location  can result in the loss of dignity (Berger 1983) which is closely linked to 
one’s identity. Displacement is a factor in the lives of young rural Australians. Many 
students didn’t see their future in the community. They felt job prospects would be 
greater by moving to the city, even if they didn’t want to make such a move (ref. 
p.175). 
 
We have seen in this section the implications displacement has for the identity of the 
individual and how, this in turn can affect the way the society itself operates. For a 
considerable number of years work has been one of the main ways whereby people 
sustain their identity (Mackay 1993). When people are displaced from work they 
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experience problems not only related to sustaining their physical needs and wants, but 
also problems associated with their emotional needs and wants. When notions of trust 
are broken down it follows that people lose faith in what society has to offer them. 
This leads people to question their relationship to society and thus to cultural change. 
 
This discussion of displacement along with the considerations given to the effects of 
globalisation that were discussed in the previous chapter, raise questions about social 
division. It is this issue, that the following section addresses.  
 
9.3 A New Way of Considering Social Division: 
Implications for Social Justice 
 
The changes that are occurring in ‘new times’ have resulted in the need for new ways 
of considering social division (Fitzclarence, Bigum & Green 1995). Social class, the 
traditional way of considering social division, must be considered along side new 
social movements related to gender, race, ethnicity and the environment (Aronozitz, 
1990a).   Any discussion of social division is also a discussion about power, in the 
sense that it is about the access people have to rules and resources, both authoritative 
and allocative (Giddens 1984). The following section considers the role social class 
and the new players in social division take in the interpretation of social justice in 
education.  
 
9.3.1 Social Class  
 
There is much debate within sociology about the meaning of class. According to 
Giddens (1989a) class is about socio-economic differences which creates differences 
between the material circumstances of groups of individuals along with differences in 
power. If this is the accepted definition of class, then any discussion of social justice 
in education must include a discussion of class.   
 
In the strict Marxian sense class is directly related to the economic structure of 
society. In a capitalist society there are essentially two classes which are defined 
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through their ownership of the means of production, the capitalist class and the 
workers, the proletariat. According to Przeworski (cited in Arronowitz 1990a) there 
are variables that  influence the formation of classes that go beyond these narrow 
economic interpretations of class formation. Przeworski sees class formation being 
influenced by not only economics, but also by ideological and political relations.  
 
The formation of social class today is closely related to the changes which are 
occurring to the relationship between manual and mental labour and the changing 
work patterns that accompany this. The changing nature of work patterns, well 
documented in this thesis, are having profound implications for the formation of 
classes. What is being witnessed is shrinking levels of full time work (ref. p.159), 
increasing casualisation of the labour market (ref. p.160) and rising levels of 
unemployment  
(ref. p. 154). These changing work patterns are directly related to economic 
circumstances, but also have implications at a political and ideological level. There is 
a clear challenge to the notion of the two-class society, the capitalist and the 
proletariat, as seen in classic Marxism (Aronowitz 1990a). The Western class system 
has often been discussed as having three classes, the upper or ruling class the middle 
class and the working class. Gouldner (1979) has suggested that the increasing 
numbers of intellectuals emerging in our culture will lead to the formation a class of 
intellectuals. The changing work patterns seen in this thesis suggest the emergence of 
a new class of people, who are either under-employed or unemployed. Such a group is 
being increasingly referred to as the underclass (Aronowitz 1990a; Bessant 1994). 
The underclass provides us with the ultimate in the notion of displacement; it refers to 
a group of people who have been displaced from their job, probably their home, and 
often their family. They have also been displaced from their class. It is possible to see 
that those who are unable to find employment in fields which rely on intellectual 
labour, rather than manual labour, are forced into such an underclass. This results in 
those who were once members of the working class either moving up into the ranks of 
the middle class, or, as more often the case, moving down towards the underclass 
(Mackay 1993). The composition of this emerging underclass is directly related to 
changing work patterns and the result is an increase in the numbers of people living in 
poverty either permanently or for periods of their lives. These new relationships could 
be expected to lead to the demise of the working class.  
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The data showed many examples of how social class influences the way social justice 
is interpreted. The definitions staff and parents gave for social justice (ref. pp.183-
188) included a direct relationship between social justice and socio-economic 
circumstances, that is, poverty. Policy documents, such as the Social Justice Action 
Plan (Education Department of South Australia 1992), ‘targeted’ (ref. p.144) students 
whose socio-economic circumstances place them in a position of relative poverty 
(Varghese 1994). The SCH Scheme (ref. p.172) is a practice which focuses attention 
on students living in poverty. While students living in poverty become a group 
‘targeted’ for assistance within  social justice policy and practice, the assistance given 
often relates to Australia becoming the ‘clever country’. The focus is on academic 
achievement through access, attendance, participation and retention in school to a 
post secondary level (ref. p.144). It sees a return to what neo conservatives call ‘the 
basics’ (Fitzclarence, Green & Bigum 1995). These ‘basics’ include literacy and 
numeracy as academic priorities and subjects in the mathematics and science fields 
become paramount. Initiatives such as the establishment of Class Parents (ref. p.195) 
and the Parent Room in the school (ref. p.191) whilst firmly aimed at those living in 
poverty and the development of social cohesion, also supported a curriculum focussed 
on academic success. These initiatives, carried out in the belief that parent 
involvement in school assist in the improved academic achievement of their children, 
served the economic needs of Australia. This section has suggested that socio-
economic circumstances, usually associated with social class, were seen as an 
important aspect in deciding to whom social justice strategies would be aimed. It also 
suggested the possible emergence of an underclass. 
9.3.2 New Social Movements 
 
As outlined above class is no longer the only way in which we can consider social 
division there are now new social movements emerging which also play a role 
(Aronowitz 1990a). Of particular interest to this thesis is the emergence of groups 
concerned with women’s rights, ethnic and racial minorities, rural issues and the 
environmental lobby. These groups have developed on moral as well as economic 
grounds (Aronowitz 1990a). They result in struggles for freedoms and new 
relationships between the sexes, between different ethnic and racial groups, between 
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rural and urban communities and new relationships between humans and the 
environment. They also have the effect of fragmenting progressive politics (Harvey 
1993).  
 
The influence of these new social movements on social justice in education is clearly 
seen. One such influential movement is that relating to women, often spoken of in 
terms of feminism, a movement whose focus is on making changes to the current 
patriarchal system. This is played out in social justice policy and practice in terms of 
girls being a group who are ‘targeted’ to benefit from social justice initiatives (ref. pp. 
136, 174). This ‘targeting’ of girls is related to them achieving success in their 
academic pursuits. It is about girls receiving opportunities to excel in the areas of 
mathematics and science, areas traditionally seen as the focus of boys. As 
mathematics and science are seen as the path of the economic future of the country, it 
is about fitting girls to the needs of the economic future of the country. Focussing 
attention on the prevention of harassment is also a focus of the women’s movement 
reflected in social justice policy (Education Department of South Australia 1992) and 
practice  
(ref. p.184). This strategy relates to the preservation of human rights and a sense of 
dignity (Berger 1983). It is also about sustaining the push for the ‘clever country’, an 
harassment free classroom will ensure more effective learning. We see here a clear 
emphasis on the economic but we can see that ideological and political agenda of a 
new social movement, women’s groups, emerging. 
 
A similar situation to that of girls occurs in relation to ethnic and racial minorities. 
They are ‘targeted’ for special attention (ref. p.136) in policy documents and in 
practices. These students include those from Non English Speaking Backgrounds  and 
Aboriginal students. Again, as with the initiatives aimed at girls, the focus is on 
supporting these students to join the ranks of the intellectually trained through  
improved academic achievement. Human rights issues such as harassment, play a 
part, but, as with girls, appear to be there to support the outcomes that will result in 
the ‘clever country’. 
 
As the site of this critical case analysis is a rural community, school issues directly 
related to living in a rural area are of concern. New social movements representing the 
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interests of rural communities have lobbied governments to consider the specific 
needs of rural students. Such issues are seen in policy and practice under the banner 
of social justice (ref. p. 136). Again the emphasis is on ensuring students from rural 
areas join the ranks of the intellectually trained through achieving academic success 
in school and in post school education and training (ref. p. 136). 
  
Thus we see emerging a number of influential new social movements which need to 
be considered along side social class when interpreting social division in the emerging 
culture of ‘new times’ (Aronowitz 1990a).   
 
9.3.3 Social Division: Power and Social Justice 
 
Issues such as gender, race and ethnicity intersect with work patterns in a myriad of 
ways, to compound problems for people forced into the emerging ‘underclass’. Many 
students in schools are thus disadvantaged, not only because of poverty but also 
because of their race and/or gender. One would expect that the rise of the new social 
movements would assist in the overcoming of such disadvantage. This has not always 
proved to be the case. What they have done is add a complexity to social justice as it 
is defined in policy and practice in education. According to Harvey (1993) the net 
result of this is to obscure the power relations, the access of different groups to rules 
and resources. Access to resources, both allocative and authoritative (Giddens 1984) 
is crucial in relation to the way power is distributed. If you have access to an 
abundance of resources, you are more likely be more powerful than the person who 
does not have access. In looking at power from this perspective one can see that 
access to greater or lesser degrees of power is possible for all people, relative to their 
access to resources. In this sense then everyone has a relative degree of power. Access 
to resources, especially allocative resources, is tied to socio-economic circumstances. 
Authoritative resources are generally tied to the allocative resources you can access. 
This link to socio-economic circumstances means that you are likely to be less 
powerful if you are poor than if you are rich. How then does this link to conflicts of 
interests, which may arise between social classes and social movements? 
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Social classes we have seen are tied primarily, but not solely, to economic 
circumstances. The new social movements have arisen out of the changes seen in 
‘new times’. As such they are a product of, in the most part, the intellectually trained. 
They represent the interests of the intellectually trained who are more likely to be a 
part of the middle class than to come from within the ranks of the underclass. The 
women’s movement, for example, developed among women who already had 
considerable power through access to resources. In such a situation, there is room for 
conflicts to occur between the interests of the middle class woman and the interests of 
a women living in poverty. There is a difference in power that will affect whose 
interests are served. In this case, the interests of the middle class women will win out 
(Harvey 1993). The ‘Story’ of Margaret (ref. p.148) hints at how such a situation may 
occur. Margaret’s highest priorities are related to the everyday survival of herself and 
her children rather than to issues of harassment in the work place. This is not to say 
that harassment issues are not important, they are. What it does say is that, because 
the women’s movement is generated out of a different class base, its chief concerns 
are not always the same as those of women from another class base. 
 
This section has discussed how there are now new social divisions evident in our 
culture. Divisions related to the possible formation of a new class but also related to 
the emergence of new social movements. The changes we see both within the notion 
of social class and within the new social movements have a direct relationship to the 
hegemonic rise of the intellectually trained. Social movements have developed around 
the multiplicity of changes which have occurred in society, changes which are 
directly related to a culture which lauds, and works in the interests of the autonomous 
individual, an individual who has emerged from the rise to prominence of intellectual 
labour. Classes are being reworked within the changing economic circumstances that 
accompany the shifting relationship between manual to intellectual labour. This, 
along with the resulting casualisation of the workforce, has seen an expanding 
underclass and a shrinking middle class (Mackay 1993). 
 
The implications for social justice in educational policy and practice are to do with 
both process and content. At a process level groups of students are more likely to be 
‘targeted’ for assistance. Those disadvantaged by poverty are targeted as are groups 
such as girls. Groups such as girls are aligned to the new social movements and are 
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not necessarily ‘targeted’ for purely socio-economic reasons. Ideological and political 
reasons play a part in new ways of considering equity in terms of establishing human 
rights and human dignity. 
 
At a content level social justice policies and practices reflect the hegemony of  the 
intellectually trained. They are about producing ‘clever students’ for a ‘clever 
country’, while at the same time furthering human dignity. Social justice is called on 
to legitimate the turn to the intellectual by promoting inclusivity, the idea that 
everyone will benefit from this intellectual turn. Out of this position comes a 
contradiction, as previous chapters have shown not everyone  can, or will, benefit 
from the turn to the intellectual. 
 
9.4 Summary 
 
This chapter has focussed on the way displacement has become an integral feature of 
a society in ‘new times’. It began with a discussion of the impact of changing work 
patterns and how these changes have led to the displacement of people in terms of the 
move from manual to mental labour. There was a discussion on the impact of the 
increasing casualisation of work and increasing rates of unemployment. The changing 
role of women within the workforce and its impact on the family were also taken up. 
The displacement of the role of the family, the school and the church in the 
socialisation of children was discussed. The increasing influence of the mass 
electronic media, in the form of television, on socialisation was also a factor directly 
related to displacement. Interwoven in this was consideration of how these issues 
relate to social justice in education. The discussion then turned to the way 
displacement is linked to self/social identity. How a threat to one’s ontological 
security, led to feelings of shame and the loss of one’s dignity.  
 
The final section looked at new ways of considering social division. It suggested that 
while social class still provided us with a vehicle for doing this, new social 
movements, such as the women’s movement, are having an increasing impact on the 
way we consider social division. Social justice policy and practice reflected the 
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influence of both social class and the new social movements especially through the 
‘targeting’ of certain groups of students. What could be seen, however, was that the 
process and content of policy and practice reflected the hegemonic rise of the 
intellectually trained. Whilst issues related to the preservation of human dignity were 
addressed concern for academic achievement, of the kind supportive of the ‘clever 
country’, dominate. 
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Chapter 10 
Social Justice and Curriculum Implications: 
Some Conclusions 
 
This thesis has focussed on social justice in education in ‘new times’, complex times. 
In early 1997 an article, titled ‘Cry from the Bush’ (Rothwell 1997), appeared in the 
Weekend Australian. It discussed the plight of three Australian country towns and 
presented similar issues to those discussed in this thesis. These issues included; 
uncertain global markets and commodity prices, movement of young people away 
from ‘the land’, increasing unemployment rates, loss of government services and even 
with improved communications, the gradual diminution and death of small country 
towns. While government policy based on economic rationalist philosophies was seen 
as: “a scapegoat a catch-all to blame for 100 factors” (Rothwell 1997, p.6), the article 
hints at the fact that the problem is more complex and deep-seated than this.  
 
I have suggested in this thesis that these complex issues need to be interpreted as a 
cultural shift, one which sees the hegemonic rise of intellectually trained with their 
inherent individualism. It is a time when economic rationalism and a political 
ideology of liberal democracy is on the rise on a global scale. This sees the 
valorisation of the individual, as compared to the group and the family, as compared 
to the social whole within the context of expanded economic groupings and markets. 
Such an ideological position sees the role of the state as providing the ‘legitimising  
muscle’ to advance the cause of individuals and their families as compared to larger 
social groupings. This perceptions applied in Australia even under a Labor 
Government. In this sense, social justice policies in ‘new times’ are ideological; they 
act as a political lever to legitimate economic restructuring. They are policies 
designed to carry disparate groups forward and together, on a common wave of 
economic reform. They are, in this sense, used to ‘sell’ economic reform as being 
‘good’ for all of society. Against the backdrop of economic rationalism and liberal 
democratic ideals, there emerges a language geared to the production of an 
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economically viable self; image, identity, esteem and confidence. As a result, the 
sense of identity as ‘social’ is lost from view.  
 
This final chapter will attempt to ‘make some sense’ of what implications this has for 
social justice in education. The chapter will begin with a discussion of the way social 
justice can be interpreted in education. It will then consider the curriculum 
implications of such an interpretation. The discussion will draw out what those 
implications are and also discuss possibilities for curriculum change, a change which 
will result in a more socially just curriculum.       
 
10.1 An Interpretation of Social Justice   
 
This thesis has shown that  social justice, as it is seen in the policy and practices of 
schools in ‘new times’, is far removed from the classical sense in which justice was 
defined by philosophers. Aristotle, for example, emphasised the individual striving for 
virtue within a community, when an individual was striving to be virtuous the result 
would benefit the whole of society. In this sense what is good for the individual is 
also good for society (MacIntyre, A. 1985). If Margaret Thatcher is to be believed, in 
contemporary life ‘there is no such thing as society’ (Sharp 1995; Cox 1995; Giddens 
1994). While acknowledging the possibility of the demise of society this thesis argues 
that it has not and, hopefully, never will occur. In the culture of ‘new times’, which 
has been discussed in this thesis, notions of a link between the virtuous individual and 
the good of society are missing. Chapter 6 presented some examples, which, when 
developed further, could provide the basis for a curriculum that is socially justice.     
 
Schools are one of the institutions of the current culture and thus what occurs in them 
reflects the hegemonic practices of that culture. Ideologically, social justice policy 
and practice in schools then is set within the hegemony of the intellectually trained. 
This being the case what is presented as social justice is seen through a veneer which 
has us believing it to be ‘natural’ and ‘normal’. Social  justice has been colonised by 
the dominant social group; it has become a symbol used to legitimate their material 
practices and thus consolidate their dominance. The policies and practices of the 
dominant social group result in social justice being defined according to economic 
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gain, while marginal themes focus more on the development of social cohesion and a 
sense of community. To demonstrate what I mean Table 10.1 sets out the dominant 
and marginal themes that have emerged from this thesis in relation to social justice. 
This is done by the consideration of the key language which surrounds social justice 
policy and practice. 
 
Table 10.1 Key Themes in Social Justice in ‘New Times’ 
Dominant  Language Marginal  Language 
• market driven 
• global competitiveness 
• individual access 
• measured competencies 
• development plans 
• accountability 
 
• social cohesion 
• social capital 
• community 
• reciprocity 
• trust 
• co-operation 
 
The dominant language of social justice means that social justice policy and practice 
are tied to the hegemony of the intellectually trained and their prevailing economic 
views. It is one where the rights of the autonomous individual hold precedence over 
the individual as a part of a cohesive community with responsibilities to that 
community. This tie is made through government policy and thus reflects bureaucratic 
individualism (MacIntyre, A. 1985). 
 
In premodern times, life was tied very closely to institutional roles, notions of honour 
and chivalry prevailed amongst the aristocratic males of society (Berger 1983). The 
emergence of liberal democratic ideals can be traced back to the revolutions of the 
18th and 19th centuries and reflect a genuine and deep seated change in the structure of 
social life including the demise of the concept of honour. The transformation of social 
life over the period of the last three centuries has been due to many factors. According 
to Berger (1983) they include: “technology and industrialization, bureaucracy, 
urbanization and population growth, the vast increase in communication between 
every conceivable human group, social mobility, the pluralization of social worlds 
and the profound metamorphosis in the social contexts on which children are reared” 
(p.178). The institutions of social life have been increasingly challenged over recent 
centuries. There has been an increasing movement away from monopolistic forms of 
control over labour and capital. Behind such developments is an ideology that 
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privileges the rights of the individual to function without undue influence or control 
by the government (the state). Most people, in the so called free west, have been 
formed as social beings within this ideology. The struggles that have resulted in the 
freeing of individual person from various forms of bondage of the past, for example, 
slavery, child labour and the denial of many ‘rights’ to women, have made significant 
social gains (Berger 1983). The emergence of human dignity has seen the recognition 
that even those who occupy the weakest positions in society have the right to 
protection and to dignity. This has resulted over the years in movements in favour of 
such things as the abolition of slavery, rights for workers and laws relating to racial 
discrimination. What has occurred is a movement from an ideology of the person who 
acted within a framework of honour, where the self is found within one’s institutional 
roles, to one where the self is found outside of institutional roles and an individual 
acts with dignity. It may be said then, that honour is associated with bondage to 
traditions in forms such as feudalism, while dignity is associated with individual 
freedom .   
 
In ‘new times’ there has emerged a hyper individualism and along with this a 
contradiction. This contradiction can be seen in the way some actions taken to 
preserve the freedom of some can act against the best interests of others. ‘Free’ 
markets and minimal government illustrate such a point. It is these ideals which are 
reflected in the dominant themes of social justice seen in Table 10.1. How then are we 
to move towards a more socially just society? To do this it is necessary to 
acknowledge that for both the individual agent and the social group, social bonds, 
have both positive and negative effects. The emergence of the individual agent has 
resulted in progress in human rights but there needs to be curbs on the excesses which 
result in the contradiction mentioned above. Social bonds can be supportive, the 
environmental movement has provided examples of this. They can also be oppressive 
and restrictive of individual freedom, such as when young people become trapped in 
cults. What is necessary here, is a new way of considering the relationship between 
the individual and society. An attempt to do this is made by Giddens (1984) in his 
structuration theory. Socialist regimes of the political Left have been seen in recent 
years as failing to provide the answer. The political Right suggest a return to tradition 
though fundamentalism, but this does not provide the answer either (Giddens 1994). 
A position supported by Berger (1983) who suggests that the notion of honour, must 
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re-emerge. He does not suggest a return to past institutions but rather the development 
of institutions with codes of honour, which embody the notions of human dignity. I 
believe a more socially just society would emerge with the assimilation of the hyper 
individual and social group and would result in the emergence of the socially 
responsible individual. While concern for self and others are interdependent (Sharp 
1997b) a socially responsible individual would put concern for others ahead of 
concern for self. What is required is a radical political stance, one beyond the politics 
of the left and right (Giddens 1994).   
 
A framework for such a radical politics is provided by Giddens (1994). He suggests a 
framework which draws on philosophic conservatism: “a philosophy of protection, 
conservation and solidarity” (Giddens 1994, p.10). It is a framework which also 
preserves some of the core values which have been associated with socialism 
(Giddens 1994). There are six key points in the framework: 
• repairing damaged solidarities by reconciling autonomy and interdependence 
• recognising the importance of the discussion of ethics, ‘life politics’ 
• allowing individuals and groups to make things happen, a ‘generative politics’ 
• creating a democracy where issues are discussed openly by the public 
• developing a welfare state which is empowering rather than merely dispensing  
• confronting the role violence plays at all levels of human affairs (Giddens 1994) 
This framework suggests a radical politics which connects autonomy with personal 
and collective responsibility. To achieve this, it is necessary to build on the gains 
resulting from the emergence of human dignity (Berger 1983), such as human rights, 
while at the same time curbing the excesses of individual agency. It is also necessary 
to develop social responsibility, though not a return to the institutions of the past but 
rather the building of new social ties. The marginal themes of social justice outlined 
in Table 10.1 suggest one way of doing this. It is a way supported, to some extent, by 
writers such as A. MacIntyre (1985) and Cox (1995) when they write about the 
development of community. A. MacIntyre (1985) suggests, unless there is shared 
contribution to tasks and shared understanding of rules within community there can 
be no justice. Cox (1995) also calls for a reinvigoration of community where social 
cohesion and a sense of trust is restored. Both Alisdair MacIntyre and Eva Cox are 
regarded as communitarian thinkers (Abbey 1996/7). As such they may err on the side 
of society having precedence over the individual rights in some situations which 
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concern common welfare (Abby 1996/7). Accusations of increased authoritarianism 
have been leveled at communitarians because of the ways they advocate for dealing 
with social disorder (Wilson 1995). It also needs to be noted that the development of 
community could lead to a further fragmentation of society, with communities 
competing with each other to further their own ends (Abbey 1996/7). While I am 
providing the work of A. MacIntyre (1985) and Cox (1997) as support to the position 
I am advocating here, I am not suggesting that the communitarian position provides 
an answer to the current dilemma. What I am suggesting is that writers such as 
Giddens (1994), Berger (1983), Cox (1995) and A. MacIntyre (1985) provide a 
starting point for developing an understanding of ways, in which an assimilation of 
the hyper individual and social group can result in the emergence of the socially 
responsible individual. This is a cultural shift which creates a different balance in the 
individual/society dualism than what currently exists. A shift to a culture where the 
individual’s rights and responsibilities are respected within a social whole. This 
provides us with an alternative view of a socially just society in ‘new times’. What 
this means for curriculum is the subject of the remainder of this chapter. Being set 
within a class stratified society schooling is drawn into a socially divisive process 
which revolves around developing the individual intellect for economic gain. What is 
needed is a curriculum which assists in the assimilation of the hyper individual and 
the social group resulting in the socially responsible person.  
 
10.2 Social Justice Policy and Practice: Curriculum 
Implications 
  
As we saw above, the dominant themes in social justice are far removed from the 
classical sense of justice as a virtue. More than this, social justice has been used as a 
symbol in the legitimation of an education which favours a particular type of 
academic achievement. This type of academic achievement focusses on promoting 
intellectual labour as Australia’s economic salvation  (Jones 1995). Social justice acts 
as the symbol for this form of education in that it is about inclusivity. It legitimates 
the material practices of education by symbolically proclaiming that all members of 
society will be included in the resulting economic salvation. The data of this thesis 
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has shown the inaccuracy of such a claim. An inaccuracy which is seen in the 
contradictory nature of the cultural change which is occurring. It has become clear 
that not all members of society will share in the benefits; the indications are quite the 
reverse, many people are being further marginalised. The truism that ‘the rich get 
richer and the poor get poorer’ certainly holds in this instance.  
 
In this section consideration will be given to what currently happens in schools. It will 
also present possibilities for what could/should happen in schools to educate a 
socially responsible individual resulting in a more socially just society. 
 
10.2.1 Producing the ‘Flexible’ Worker: A ‘Curriculum for 
Economic Imperatives’  
 
The current curriculum is built around the dominant themes of social justice listed in 
Table 10.1; it is a curriculum focussing on the production of the ‘flexible’ worker who 
will be Australia’s economic future. What is seen is the valorisation of the academic, 
the intellectual and the individual. Such a curriculum emphasises strategies which will 
result in developing skills for employment, income generation and consumerism  
(Jones 1995).    
 
 It is a curriculum which focuses on education within a particularly narrow 
framework. It is about producing the ‘flexible’ worker, as opposed to educating the 
person. It is about the academic success of the individual within a competitive 
framework. To this end then, curriculum offerings are tied to specific notions of the 
‘basics’ and to ‘competencies’ (Collins 1993) within these ‘basics’. These curriculum 
‘ basics’ include an emphasis on literacy, numeracy and science as it relates to 
technology (ref. p.103).   
 
Literacy was seen as a key curriculum component in social justice policy and 
practices. Policy documents emphasised it and the school received funding for just 
such curriculum emphasis (ref. pp.105, 174). Literacy is seen as being important to 
the economic future of the country and thus to be acquired by all students. To fulfill 
such an agenda it is a certain type of literacy that is required. A literacy where 
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correctness in aspects such as spelling and grammar take precedence. This 
‘functional’ approach to literacy stands opposed to one which relates to the 
development of independent socially responsible thought, creativity and aesthetic 
pleasure. A similar emphasis in the ‘functional’ is seen in numeracy/mathematics and 
science, a science which is related to the technologically oriented society. The 
emphasis is placed on producing the ‘flexible’ worker thus enhancing economic 
development.   
 
What we see within schools is that most of what is done is drawn into the production 
of the ‘flexible’ worker. Parent participation is seen as good, not in relation to the 
happiness of the child but for the way it can improve a child’s performance in school. 
Social skills are taught so the child will become a better worker. Physical Education is 
important as it will produce a fitter healthier worker. In such a curriculum all areas of 
school life are attuned to the ‘production’ of a worker who can stake a claim for the 
individual or corporation in the market place. 
 
If we are to see the emergence of the socially responsible individual, one who will 
create a more socially just society, there is a need for a change in curriculum. This 
change must be one that reorients the focus of curriculum from production of worker 
to education of the socially responsible person, a person who is more than just a 
worker. Such an education would result in a person who is able to be a full participant 
in a life which would include community participation as well as work. In this sense 
educating for work is only one part of the curriculum. A curriculum that focuses on 
the education of the person as a member of a socially cohesive community, rather 
than the worker for the country’s economic salvation. Such a curriculum would be 
socially just in that it would assimilate the hyper individual with the social group, 
resulting in the socially responsible person. 
 
 
10.2.2 Educating the Person: A ‘Curriculum for Social 
Responsibility’ 
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In this section I want to provide an overview of what I believe the outcomes of a  
curriculum which assimilated the individual with the social, that is, the socially 
responsible person would focus on. I will also provide an insight into some of the 
pedagogical implications of such a curriculum. As the heading of this section suggests 
the curriculum I am proposing is one that sees the person within the social context as 
being of prime importance. The marginal themes in social justice shown in Table 10.1 
revolve around rebuilding a sense of the social. I want to suggest that these themes 
present a starting point for the development of an alternative to the currently 
dominant curriculum. The development of a ‘curriculum for social responsibility’ 
would assimilate the hyper individual of ‘new times’, with notions of social cohesion, 
moving from self identity to social identity and social responsibility. Such a 
curriculum would focus on the development of co-operation, reciprocity and trust 
between people, at the same time as students were learning literacy and numeracy. 
The curriculum would: build social identity, promote socially responsible independent 
thought and make space for creativity and the aesthetic.   
 
The building of a social identity is a key to the development of a sense of community 
and thus a more socially just culture.  
 
There is a need to build a self and social identity in unison, as part of a synthetic and 
symbiotic process. Students need to understand themselves, their own social and 
emotional needs and then to see them in relation to their interactions with others. By 
this I mean individuals seeing themselves in relation to what they are able to do 
within, and for the community, rather then simply in relation to their own personal 
goals and achievements. This is about putting the ‘I’ back with the ‘us’ to promote the 
re-emergence of social identity and a sense of community. It is about developing a 
school that sees initiatives such as parent participation as an end in itself, rather than 
simply the means for improving students academic success. It is about opening up the 
school. Opening it up in the physical sense thus encouraging people to come in and 
use it. From community groups such as Neighbourhood Watch having meetings there, 
to making available free of charge, facilities such as the library or a computer network 
to the wider community. It is also about opening up in an administrative sense by 
making transparent processes related to such things as decision making. This would 
result in opportunities being provided for all those with a stake in the school, families, 
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staff, students and the wider community to participate in making decisions about the 
school and thus the education of the next generation. In doing this the school is 
providing opportunities for people to develop trust in each other and to work co-
operatively. Thus we can see such an outcome would take the school to the people 
and also bring the people to the school. In doing this, the school is providing a basis 
for the development of social cohesion and a sense of community. Chapter 6 showed 
that the school had made on attempt to do this. 
 
The development of social responsibility where all members of society are involved 
in the discussion of a diverse range of subjects. 
 
This outcome is directly related to promoting learning which reaches beyond the 
functional. A learning which can open up new topics for discussion and debate. It has 
been proposed in this thesis that a new global student/person is emerging in ‘new 
times’ (ref. p. 106). This new person is one for whom technology especially the 
electronic media is normalised. This normalisation of technology, its persuasiveness 
in a young person’s life, and the increasing role it plays in socialisation, raises 
questions about the values and attitudes it conveys. What are the values and attitudes 
the child is exposed to through watching television, playing a computer game, or 
through the retrieval of information from the Internet? This makes imperative the 
need for students to become socially responsible, independent thinkers. In place of the 
narrow specialised curriculum there is a need for a diverse range of moral and ethical 
topics to be brought into the classroom and opened up for discussion. Topics could 
include; the challenges and implications of the introduction of new technologies, from 
ATMs to invitro fertilisation, from coping with change through to issues of the 
environment. The aim of the discussions is to ask questions such as; ‘Who benefits?’ 
‘Who is marginalised?’ ‘How could things be done differently?’ and ‘Whose interests 
are being served?’ Ontological questions such as; ‘Who am I?’ ‘What is my place in 
the world?’ ‘Where am I headed?’ and  ‘How am I connected to others and what are 
my responsibilities?’ would also be asked. Opportunities to reflect on and discuss 
these questions with others will not only help to develop socially responsible thought, 
but will also work toward the establishment of a stable social identity. 
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Providing space for the creative and aesthetic will allow for the development of new 
ideas for the promotion of  social responsibility. 
 
Creativity and the aesthetic are marginalised in a curriculum which focuses on the 
production of the ‘flexible’ worker. Space needs to be found for them within the 
curriculum to provide opportunities for young people to be creative within their own 
world. Such opportunities can be found in dance, drama, music and the visual arts. It  
takes the young person beyond being the consumer of ‘packaged arts’ such as music 
video clips or television advertising to become creators. If the curriculum plays a role 
in demystifying these ‘packaged arts’ through discussion of them, students can move 
beyond them to create an alternative. Such an outcome could also put fun/pleasure on 
the agenda and if students worked collaboratively on projects they could develop a 
sense of community at the same time. The ‘Rock Eisteddfod’, while still tied to the 
‘packaged arts’ in a commercial sense, is an example of how this outcome could be 
achieved. Many secondary school students around Australia participate (Fitzclarence, 
et al. 1993) in this ‘event’. Students perform an eight minute dance set to a selection 
of ‘appropriate’ rock music. The performance is structured by the students who use 
the cultural artefacts with which they are familiar to create a message. This message 
speaks their language through music, dance, drama and costume. It speaks to the 
‘global student/person’ in a language they understand. It also provides opportunities 
for creativity, aesthetic innovation and socially responsible, independent thought 
focussing on a current issue, in this instance the use and abuse of drugs. It is a 
learning experience that speaks the language of the students and promotes creativity, 
aesthetic appreciation. It also promotes co-operation between a large group of 
students sharing a common goal and working together in a socially cohesive way. 
  
If this is what a ‘curriculum for social responsibility’ would hope to achieve one must 
ask how can this be done at the school and classroom level? I want now to provide 
some tentative answers to that question. These answers focus on what one would see 
happening in schools and classrooms aiming for a ‘curriculum for social 
responsibility’, a more socially just curriculum. 
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The school would become a place which modelled social cohesion and a sense of 
community. 
 
We have seen in the data examples of how this may occur at a school level. Initiatives 
such as the Class Parents (ref. p.195), the Parent Network (ref. p.198), the 
establishment of a Parent Room (ref. p.191) and the Fundraising Committee  
(ref. p.200) have the potential for developing a sense of social cohesion within the 
school. These initiatives need to be seen as valuable in their own right rather than as a 
means to an end. In the data they were seen as a way to promote student academic 
success. What I am suggesting here is that such initiatives need to become an end in 
themselves as they are able to promote a sense of community for those involved. The 
school thus becomes a focus point within the wider community for re establishing co-
operation, and reciprocity between people. It provides opportunities for people, in this 
case those who have a stake in the school, families and friends of students, to work 
collaboratively for an improved life not only for their children but for themselves. It 
must be a school where all the stakeholders are listened to and taken seriously. By 
providing opportunities for people to connect in a positive way with others, schools 
would be able to contribute towards the development of social responsibility and 
cohesion.  
 
The classroom would become a place which modelled social cohesion and a sense of 
community. 
 
The classroom would be a mini community. One where students would learn, and 
practice the skills needed to function in a cohesive society. One where the 
development of  trust, reciprocity, mutuality, co-operation along with time for others 
is valued by students and teachers. The development of a social, as opposed to a self, 
identity. In such a classroom class meetings would open up for discussion a 
multiplicity of topics which are of real interest to the lives of the students both inside 
and outside of the classroom. They would also provide a forum for developing 
socially responsible independent thought and opportunities for students to make a real 
difference. A forum where trust, reciprocity, mutuality and co-operation are 
developed. Where all members of the mini community, and the larger community of 
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which it is a part, have a voice and that voice is taken seriously. The development of 
the classroom as a mini community and the democratic notions behind such things as 
class meetings provide a starting point for students to engage in the political process. 
Where they can learn and practice the skills they will need for such political 
engagement in the wider community.  
 
The school and classroom provide opportunities for reconnecting with the self and 
understanding and (re)acting to change 
 
If the outcomes related to social cohesion and social responsibility are to be achieved 
students need to learn how to better understand themselves and to understand and 
(re)act to change. The emotional and psychic aspects of students’ lives need to be 
directly addressed. One way to achieve this in the classroom is through directly 
confronting ontological questions such as; ‘Who am I?’ ‘What is my place in the 
world?’ ‘Where am I headed?’ and ‘How am I connected to others and what are my 
responsibilities?’ A pedagogical example of this could be the way the interactions 
between students and teachers and between students and students are approached. It 
would mean moving beyond the use of a behaviourist model to one where the whole 
range of issues related to the formation and maintenance of relationships are open to 
discussion. One where socio cultural as well as ontological issues are important.    
 
The school and the classroom become forums for the discussion of ethical issues  
  
This thesis has shown that the rapid changes related to techno/scientific innovation in 
‘new times’ lead to the emergence of a whole plethora of new ethical dilemmas. To 
ensure students become socially responsible independent thinkers in relation to these 
issues it is necessary to discuss a wide range of ethical issues in the classroom. These 
could range from environmental concerns to issues raised by genetic engineering to 
concerns about television advertising and control of the Internet. While the content of 
such discussions is important, of equal importance is the pedagogy employed to 
facilitate such discussions. It must be a pedagogy which encourages debate and 
consideration of all issues rather than one which results in students being ‘told what to 
think’. One way to do this is to focus on the questions suggested above in relation to 
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developing socially responsible, independent thought. The questions mentioned there 
were; ‘Who benefits?’ ‘Who is marginalised?’ ‘How could things be done 
differently?’ and ‘Whose interests are being served?’ These provide a framework for 
discussion and debate. They promote discussion which looks below the surface of 
things refusing to accept things at face value. Discussion which will promote analysis 
of why things are as they are and to begin imagining, creatively, how they could be 
different. Such a pedagogical approach would allow opportunities for students to 
engage in meaningful discussion about the ethical issues of ‘new times’. It would 
enable them to reveal the issues behind injustices and inequalities. More than this, it 
could provide opportunities for students to become active in pushing for social 
change. They would not only envisage what a better more socially just world may 
look like, but it would provide them with the tools to being making changes. One of 
the keys to such a pedagogy is the development of a literacy which is far removed 
from the functional approach we see associated with the competencies of the 
‘curriculum for economic imperative’.  It would be a literacy that would engage 
students in the texts of ‘their world’ and it would involve learning reading, writing 
and listening and speaking for, and through, social action.     
 
The school and classroom provide opportunities for exploring one’s creative 
capacities and gaining pleasure from learning 
 
The school and classroom of the ‘curriculum for social responsibility’ would also be 
one where students would be encouraged to think creatively in relation to all aspects 
of their learning. We have seen in all of the points above that creativity is essential to 
promoting a way of thinking in students which leads to changing present inequalities 
and injustices. Such creativity can extend from the arts to proposing possible 
solutions to ethical dilemmas. Creativity is an essential conceptual tool for social 
responsibility. The use of one’s creative capacities can be a source of pleasure and 
this is of crucial importance to the curriculum I am describing here. Research has 
shown that a classroom pedagogy that opens up for discussion and critique topics and 
texts of importance to students’ lives, can have the effect of negating them  (Kenway 
Blackmore & Willis 1996). Such a situation can result in resistance by students. More 
than this, it is important that the time spent at school is not merely a time when one is 
striving for competencies that may lead to employment. It is essential that the school 
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curriculum provides spaces for students to gain pleasure from learning. One way this 
could be done is by ensuring that the issues of importance to students are a part of the 
curriculum. The ‘Rock Eisteddfod’ described earlier provided an example of using the 
music and dance of the students’ world to bring pleasure to their learning in school.  
 
10.2.3 A ‘Curriculum for Social Responsibility’, A ‘Curriculum 
for Economic Imperatives’: Similarities and Differences  
 
Finally I want to consider the similarities and differences between a ‘curriculum for 
social responsibility’ and  a ‘curriculum for economic imperatives’ Rather than list 
similarities and differences I want to discuss them through a number of inter-related 
themes concerning pedagogy. The first concerns the relationship between process and 
product, while the other issues relate to the how, the what, and the why of curriculum.  
 
Input-throughput-output versus process, or means rather than ends. 
 
The ‘curriculum for economic imperatives’ is one which is concerned with input, 
throughput and output. It is about measuring competencies at the end, the output. 
These competencies are related to producing the ‘flexible’ worker. Competencies are 
related to efficiency and effectiveness about costs and outcomes and are seen as the 
simplest way to assess performance against objectives (Collins 1993). As such they 
are generally about things that are perceived to be able to be measured. For example, 
can a primary school student spell a certain number of words or complete a certain 
type of numerical task correctly. They are not about social responsibility. 
 
A ‘curriculum for social responsibility’ is about educating the student as a 
participating member of a socially responsible and just society. As such it is 
concerned more with the development of conceptual tools and processes that are not 
measurable as competencies. This is not to deny that such an education will equip 
students ready to take their place in the workforce; it may in fact produce better 
workers for a better society. In a ‘curriculum for social responsibility’, the way the 
end point is reached is as important as getting there. The conceptual tools and 
processes learned will make a difference to the positioning of those who are currently 
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a part of marginal social groups. It will produce a situation with could see a 
redefinition of the dominant and marginal currents of the flow of social life.   
 
Similarities and differences in the what and the how of the curriculum. 
 
The ‘curriculum for social responsibility’ will contain  some similarities in subject 
fields as the ‘curriculum for economic imperatives’; for example, literacy, 
mathematics, science and studies of society will remain important. There will, 
however, be differences in their content and in how and why they are taught. Content 
will be broader, not simply focussing on producing the worker but on educating a 
person with a critical understanding of what particular knowledge means for them as a 
member of a socially cohesive community. Not only will content be broader in a 
‘curriculum for social responsibility’ but the how, the pedagogy, will be different. We 
have seen such a curriculum offers a pedagogical approach which focusses on active 
engagement of all members of the school community, staff, students, and their 
families and friends. This means a whole range of new and diverse conceptual tools 
are learnt and used. Tools which allow for not only critique but to move creatively 
beyond critique to imaging and implementing new, more socially responsible and 
ethical ways.  
 
 Crucial differences in rationale, the why, of curriculum. 
 
We have seen above some similarities in the two curriculum. However, one of the 
most crucial differences relates to why certain things are done. This is reflected in that 
one curriculum aims to produce a worker, while the other aims to educate a socially 
responsible individual. The differences in why things are done can be seen by 
considering something such as parent participation. In the ‘curriculum for economic 
imperatives’ parent participation is seen as a way to improve learning outcomes, 
competencies, of students. In a ‘curriculum for social responsibility’ parent 
participation is seen as good in and of itself as it builds social identity, social cohesion 
and community. Thus the rationale, the why, behind the what and the how differs 
dramatically between the two curriculum described here.  
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10. 3 Summary 
 
As a teacher involved in implementing social justice policies and practices in a school 
I feel, at one level, that I have conspired with hegemonic forces in promoting the 
dominant theme in social justice seen in Table 10.1. This dominant theme defines 
social justice in terms of economic gain. It is a theme that works against the 
development of a socially just curriculum. At the same time, I can celebrate the 
practices I have been involved in that promote the marginal theme of social justice. 
This theme looks to the development of community and a sense of social identity and 
provides the starting point for a very different curriculum. A ‘curriculum for social 
responsibility’ that will promote a more socially responsible and just culture. 
Pedagogically such a curriculum would focus on the development of a school and 
classroom which model the ‘ideal’ socially cohesive and responsible community. It is 
a curriculum which leads away from the hyper individualism towards social 
responsibility and a culture where trust and honour along with dignity are central 
themes.  
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Glossary 
 
This glossary provide a definition of the specific way the terms are used within this 
thesis. Some definitions are attributed to certain authors while others are as I have 
used them within the context of this thesis, as such they are attributable to me 
 
Agribusiness Is a global phenomena related to the industrialisation of 
agriculture (Giddens, 1989a). It is also about the 
corporatisation of the family farm Lawrence (1991). 
Allocative resources “Material resources involved in the generation of 
power, including the natural environment and physical 
artifacts; allocative resources derive from human 
domination over nature” (Giddens 1984, p.373). 
Authoritative resources  “Non-material resources involved in the generation of 
power, deriving from the capability of harnessing the 
activities of human beings; authoritative resources 
result from the domination of some actors over others” 
(Giddens 1984, p.373). 
Bureaucratic individualism Bureaucracy and individualism are both partners and 
antagonists. Individual rights are set within and against 
utility. Laws protect the individuals rights. (MacIntyre, 
A. 1985). 
Class Socio-economic differences which create differences 
between the material circumstances of groups of 
individuals and thus differences in power. Giddens 
(1989a) 
Culture: A 'whole way of life' (Williams 1981). 
Contradiction:   "(M)utually antagonistic tendencies in society" 
(Giddens 1989a, p.737). "Opposition of structural 
principles, such that each depends upon the other and 
yet negates the other; perverse consequences associated 
with such circumstances" (Giddens 1984, p.373). 
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 Displacement: The process by which people are cast adrift from their 
traditional place in society. Place meaning  social 
position, geographic location, employment position or 
self identity. 
Globalisation: The compression of the world (Robertson 1992), the 
redefinition of the relationship between time and space. 
Hegemony: The dominance of one social group over a 'whole way 
of life' (Gramsci 1971). 
Ideology A set of beliefs of a specific group which have been 
normalised and thus represented as universal. 
Intellectual interchange The form of communication used by the intellectually 
trained, the intellectual technique (Sharp 1983). 
Intellectualism Is a general cultural category. 
Intellectual technique 
 
The way of operation of the intellectually trained. It is  
abstracted, lifted out, of its parochial setting, time/space 
can be transcended. It results in individuality being 
transcended to a level of autonomy (Sharp 1883). 
Intellectually trained  Those who work with knowledge. 
Needs: Those things which are necessary for the sustaining of 
life. 
Ontology The theory of existence, or the discussion of what really 
exists (Bullock, Stallybrass & Trombley 1988). 
Philosophic conservatism A “philosophy of protection, conservation and 
solidarity” (Giddens 1994, p.10)  
Power: "The ability of individuals, or the members of a group, 
to achieve aims or further the interests they hold. Power 
is a pervasive aspect of all human relationships. Many 
conflicts in society are struggles over power, because 
how much power an individual or group is able to 
achieve governs how far they are able to put their 
wishes into practice at the expense of those of others." 
(Giddens 1989a, p.729). It relates to the distribution of 
allocative and authoritative resources (Giddens 1984). 
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Social capital The social ‘glue’ or bonds which promote cohesion in 
society (Cox 1995) 
Social cohesion When stocks of social capital are high (Cox 1995) co-
operation, reciprocity  mutuality and trust are present in 
a society  making it socially cohesive. 
Socialisation ‘how we should go on, act, in the world’ 
Social justice: Is related to fairness, equity and equality for all in any 
given society. 
Wants: Those things which improve the perceived quality of 
life. 
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Appendix A 
List of Interview Questions 
Shown here are the questions used as the guide for interviews conducted for this 
thesis. 
Teachers 
Q. 1. What are the purposes of schools? 
Q. 2.  How have schools changed since you were attending as a student? and How has     
          your job changed since you  began teaching? 
Q. 3. What does the term Social Justice mean to you? 
Q. 4. How do issues of Social Justice figure in your work? 
Q. 5. What changes could be made to schools to make them more socially just? 
Q. 6. What do you see schools looking like in the future? 
 
Students 
Q. 1. What are the purposes of schools ? 
Q. 2. How are the things you do at school different from the things you do at home? 
Q. 3. What does Social Justice mean? 
Q. 4. What's good about school? 
Q. 5. What would you like to change? 
Q. 6. What do you think you will be doing in ten years time when you leave school? 
 
Parents 
 Q. 1. What are the purposes of schools? 
Q.  2. How have schools changed since you were a student and since you became 
          a parent? 
Q. 3. What does the term Social Justice mean to you? 
Q. 4. What do you see as socially just within the school? 
Q. 5. How could the school become more socially just? 
Q. 6. What do you see your child doing when they leave school? 
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CEO of Town Council 
Q. 1. How has the job of CEO changed over the years? 
Q.2. What changes have you noticed in the town? 
Q. 3. What do you see as the future directions of local government? 
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Appendix B 
Key Policy Dates 
These data relate to policy Government initiatives of direct relevance to this thesis. 
They are related to both Federal Government policy statements unless otherwise 
stated. 
  
1983  - National Economic Summit 
 - Prices and Incomes Accord 
1987   - Social Justice Strategy (South Australia) 
1988  - Strengthening Australia’s School: A Consideration of the Focus and  
   Content  of Schooling 
- Towards a Fairer Australia: Social Justice Under Labour 
-  A Fair Go: The Federal Government's Strategy for Rural Education 
   and Training 
1990 - Educating for the 21st Century: A Charter for Public Schooling in South  
  Australia (South Australia) 
1992   - Social Justice Action Plan (South Australia) 
1994    - Statements and Profiles for Australian Schools (introduced in Schools) 
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